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ABSTRACT 
PERCEPTIONS OF NEW TEACHER CANDIDATES IN 
HISTORY/SOCIAL STUDIES AT ONE PUBLIC UNIVERSITY 
AND THE CRITICAL CHOICES THEY FACE 
SEPTEMBER 2004 
ANDREW D. HAMILTON, B.A. HOBART COLLEGE 
M.ED., UNIVERSITY OF MASSACHUSETTS 
E.D.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor Robert W. Maloy 
This study collected information from 100 student teachers participating in 
programs at the University of Massachusetts, Amherst between 2001-2004. The data 
was gathered by using a combination of surveys, interviews, and notes from seminar 
discussions. 
The information about the experiences of these new teacher candidates in the 
schools was used to determine the critical decisions that student teachers must make 
each day. The responses have been separated into five areas or spheres of influence. 
These five spheres are teacher education, school setting, educational policy, teen 
culture, and individual experience/personality. Each critical decision or choice made 
vi 
by these new teacher candidates was influenced by one or more of these spheres of 
influence. 
Based on the study's findings, five critical choices have been determined, the 
consideration of which may help student teachers prepare for their experience. 
Five Critical Choices 
1. How to successfully implement classroom management strategies and teaching 
methods together in the classroom. 
2. How to address "high stakes" tests and other standardized testing concerns. 
3. How to build productive working relationships with a cooperating teacher and 
other school colleagues. 
4. How to motivate and relate to adolescents. 
5. How to manage the stress and uncertainty of the student teaching experience. 
Listed below are some additional findings from this study that could impact 
teacher education. 
• Combining classroom management and lesson planning proved to be crucial 
to successful lessons and to a successful student teaching experience. 
• Understanding one's lesson planning role as it applies to assessment and 
preparation for standardized tests has become an important component to 
successful teaching. 
• Nearly all new teacher candidates stated that establishing relationships with 
students was the most rewarding aspect of their student teaching experience. 
Vll 
• The majority of new teacher candidates reported that managing stress 
(combining teaching, college obligations, and a job search) was one of the 
most difficult aspects of student teaching. 
It is hoped that with additional research, teacher education programs can continue 
to determine how to best prepare new teacher candidates to make the best decisions 
when faced with these critical choices. 
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CHAPTER 1 
CRITICAL DILEMNAS FOR STUDENT TEACHERS 
Introduction 
Educational reform is a complicated and often controversial endeavor. There are 
many factors involved that make it difficult to assess the success of a school, teacher or 
student. Nonetheless, it is crucial that that every effort is made to continually improve our 
public school system and some form of assessment must be used to evaluate progress. 
Since most current methods of assessment are numerical and based on standardized 
testing, it is often difficult to support the use of non-scientific methods of assessment. But 
the purpose of this study is to use qualitative assessment that offers direct feedback from 
student teachers in the classrooms as a viable method for determining the progress of 
educational reform. 
One way to gain perspective on the state of education is through the eyes of the 
newest members to the profession; the student teaching force that is making the transition 
from college student to professional educator. These education students enrolled in 
college history and social studies teacher preparation programs often enter student 
teaching intending to use more interactive, problem-solving teaching methods including 
less reliance on lectures, worksheets, and multiple choice exams. They are often also 
planning deeper analysis of topics than there is time for in a broad survey course. But the 
growing emphasis in public schools to assess student performance through standardized 
testing has led to a shift in instructional methodology that seems to encourage teachers to 
concentrate their efforts on preparing students to do well on these tests rather than to 
encourage critical thinking, problem solving, or intellectual development. These two 
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contrasting approaches - school realities and student teacher idealism - produce difficult 
choices for student teachers when they take over a classroom for the first time. Some 
students despair that they face a no-win situation and consider not becoming a teacher; 
others abandon their interactive teaching plans for more traditional methods; still others 
make adjustments and find ways to teach interactively while still responding to the need 
for coverage of large amounts of material in short amounts of time. 
These critical decisions made by student teachers often determine the outcome of 
not only the student teaching experience but often influence their decisions to choose 
teaching as a career. This study is intended to explore these critical choices and develop a 
strategy that will best contribute to the quality of education in the public schools. 
Purpose of the Study and Research Questions 
The two main purposes of this qualitative study are to use information gathered 
from student teachers in the field of history/social studies to evaluate the student teacher’s 
experience in the university teacher education program; and to develop strategies based 
on their experience in the classroom that will continue to contribute to the quality of 
public education. 
How do we deal with the dialectic tension between a new teacher's entering 
assumptions and the school and teaching realities? How can we synthesize these 
assumptions and realities? More and more frequently new teachers are asked and 
expected to raise standardized test scores. New teachers are often under-prepared for this 
emphasis on measurement driven instruction. A 2003 study reported that 50% of all new 
teachers leave teaching in the first 5 years (Troen Sc Boles, 2003). It is becoming 
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increasingly more important that teacher education programs prepare new teachers to 
meet school goals (often raising test scores) while maintaining the values and skills that 
lead to quality education. 
Using a combination of surveys, interviews, and seminar feedback responses this 
study has focused on the critical choices student teachers must make as they consider the 
tension that often develops between their assumptions and the school realities. 
Significance of the Study 
The results of this study offer a unique insight into the experience of the social 
studies student teacher. These findings, directly from the student teachers themselves, 
ofier first hand accounts of the student teaching experience. These accounts cover a wide 
range of responses from elated, successful experiences in the schools to situations where 
student teachers express the concerns and frustrations that often lead to teachers leaving 
the field of education. As educational reform continues to gain momentum, especially 
standard striven reform, emphasis on assessment testing becomes more pronounced. One 
goal of this study is to get feedback as to the impact that these changes have on new 
teacher candidates and establish what other factors influence the critical choices that they 
make. 
The results of this study also could be considered when evaluating the university's 
teacher education program and in establishing areas where improvements might be made. 
Direct feedback from those concluding the program offers clear direction as to 
specifically where modifications might be made in the teacher education program. 
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Limitations of the Study 
This study was conducted over a period of four years and although broad in its 
approach to teachers it has been limited to one university and only in the field of 
history/social studies. The number of people involved in this study has totaled 
approximately two hundred student teachers. The vast majority of the student teachers 
involved in this study would be classified as white under the age of 25. There was also 
very little diversity among the teaching candidates that contributed to this study. These 
factors could be considered limitations in the quality and depth of the study but they do 
reflect the actual age and ethnicity of the university’s new teacher candidates in social 
studies. 
This study was also limited to student teachers in the field of history/social studies 
teaching at the middle and high school levels. While it may be the case that many of the 
experiences shared by student teachers in this subject could in fact be applied to other 
disciplines, the fact remains that the participants of this study all came from the 
history/social studies field and may reflect similar views and backgrounds in terms of 
their knowledge and interests in history and politics. 
The feedback has been given anonymously which should exclude any concerns 
that participants may have been reluctant to offer open and honest responses. 
Definition of Key Terms 
There are a number of key terms connected with this study. First, the term critical 
choices refers to the dilemmas that student teachers face and the decisions that they must 
make when confronted by those dilemmas. The choices include lesson planning, methods 
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and styles of classroom management, time management, interactions with students, 
interactions with other adults and a wide spectrum of daily choices involving assessment. 
There are many factors that may impact these decisions and these factors have been 
separated into five distinct spheres of influence. The five spheres of influence that 
student teachers experience as they make decisions in the transition from student to 
student teacher and eventually to classroom teacher are 1) teacher training, 2) school 
setting, 3) educational policy, 4) teen culture, and 5) individual experience/personality. 
These spheres of influence are defined in detail in Chapter 4 and are represented 
graphically in the chart below. 
The spheres of influence chart below illustrates the factors that influence new 
teacher candidates by group and the critical choices that have developed as a result of the 
research. The critical choices from each area are as follows: 
1. For the new teacher candidate in the area of individual experience/personality the 
critical choice is: How to manage the stress and uncertainty of the student teaching 
experience. 
2. In the area of educational policy the critical choice is: How to address "high stakes 
tests" and other standardized testing concerns. 
3. In the area of teacher training the critical choice is: How to successfully implement 
classroom strategies and teacher training methods together in the classroom. 
4. In the area of school setting the critical choice is: How to build a productive working 
relationship with a cooperating teacher and other school colleagues. 
5. In the area of teen culture the critical choice is: How to motivate and relate to 
adolescents. 
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Spheres of Influence 
Factors that influence the choices of new teacher candidates in history/social 
studies and the resulting critical choices (Hamilton Research study 2001-04) 
Educational Policy 
-Finance (supplies, personnel, limitations) 
-Testing & assessment 
-Legislation (state, federal) 
-Standards (Frameworks) 
Critical Choice: How to address "high 
stakes tests" and other standardized testing 
concerns 
New 
Teacher 
Candidates 
Individual Experience/Personalitv 
-Educational philosophy 
-Ability to communicate 
-Previous experience 
-Values 
-Work ethic 
Critical Choice: How to manage 
the stress and uncertainty of the 
student teaching experience 
Teen Culture 
-Treatment of others 
-Lack of interest/motivation 
-Clothing 
-Students on Medication 
-Language 
Critical Choice: How to motivate and relate to adolescents 
Teacher Training 
-Classroom 
Education 
(methods, lesson 
planning, 
classroom 
management, 
seminar support, 
etc.) 
^■Knowledge of 
subject matter 
-Portfolios 
Critical Choice: 
Howto 
successfully 
implement 
classroom 
management 
strategies and 
teacher training 
methods together 
in the classroom 
School Setting 
-Urban/rural/suburban 
-School culture 
(leadership style and 
effectiveness, school 
policies, colleagues, 
etc.) 
-Cooperating 
Teacher 
-Class size, total 
number of students 
Critical Choice: How 
to build a productive 
working relationship 
with a cooperating 
teacher and other 
school colleagues 
© Andrew D. Hamilton (2004) 
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The study also included feedback from student teacher seminar sessions from 
2001 to 2004. In summarizing the semester long seminar discussions, three time frames 
were used; beginning of student teaching, middle of student teaching, and end of student 
teaching. All feedback was designated 
There are many factors that contribute to the success or failure of the student 
teaching process and to education in general. This study has presented some clear themes 
that have impacted student teachers. As teacher education continues to adapt to the 
changing nature of the education profession, it is hoped that these themes will be useful 
as educational initiatives of the future are considered. 
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CHAPTER 2 
■VIEW OF RELEVANT LITERATURE 
Education in the United States has seen many changes in the past 200 years. 
There have been many conversations about and attempts at reform, some mildly 
successful, others wholly unsuccessful. Historically, one critical element of successful 
educational reform has been the ability of educators to accurately predict the factors that 
will become central themes or driving forces as schools are evaluated and improved. One 
major theme that is currently driving the reform movement in public education is an 
emphasis on student assessment based on standardized test scores. Standardized testing 
has now become the main means with which schools assess student performance and 
determine whether or not the student has met the established educational standards set by 
the state or national frameworks. As standardized testing becomes an increasingly 
integral part of the assessment of student performance, there has been much discussion 
and debate about the validity of the results and the impact that this increased focus on 
testing is having on schools, students and teachers. The focus of this research is the 
impact that this increased emphasis on testing is having on teachers and how to reform 
teacher education to best prepare beginning teachers for the difficult dilemmas they face. 
History of Teacher Education 
Formal teacher education is a relatively new development considering the lengthy 
history of education in the world. The earliest records of teacher preparation are from the 
Middle Ages and are based on the apprenticeship model. (Guyton & McIntyre, 1990). 
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Student teaching continued to be based on this apprenticeship model until the mid-1800s 
when 'normal' schools emerged in the United States. Jean Baptiste de la Salle, sometimes 
called the Father of Student Teaching, established the first normal school at Rheims, 
France in the late seventeenth century where he began to emphasize specialized teacher 
training (Johnson, 1968a). This teacher training was primarily observation and imitation 
of a model teacher who demonstrated methods taught by normal school professors 
(Guyton & Mclntye, 1990). 
During the early 1800s, 'common' schools gained popularity in New England. 
Common schools were schools that were supported by local tax funding and were open 
for all to attend. This predictably led to a considerable increase in enrollment which led to 
a dramatic demand for teachers in these schools (Kaestle, 1983). The institution devoted 
to preparing teachers for these common schools became known as the public normal 
school (Urban, 1990). 
Horace Mann lobbied energetically for both the common school and the normal 
school in Massachusetts in the mid-1800s. He served as the secretary of the 
[Massachusetts] State Board of Education from 1837 to 1848 and was intent on 
systemizing schooling and instruction under the authority of the State Board of Education 
(Messerli, 1971). Despite Mann's efforts, the common school was to remain more or less 
under district or local control and the normal school moved under state authority. 
The normal schools were thus established as a state institution that served the sole 
purpose of preparing teachers for common schools. This purpose gradually grew to 
include academic subject training for teachers, especially teachers from rural areas, as 
they often were unfamiliar with the subjects that they were expected to teach (Pangbum, 
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1932). Historical studies by Mattingly, (1975) and Tyack & Hansot, (1982) also make 
clear that the majority of those attending the normal schools were women which played a 
large role in the feminization of the teaching profession. By 1840, women comprised 
30% of elementary teachers, by 1870, 59%, by 1900 70%, and by 1920, 86% of 
elementary teachers were female (Tyack, 1974). This factor combined with the growth of 
the role of professional administrators, who were primarily male, led to a male 
dominated profession with women generally subordinate to men. This dynamic led to 
changes in teacher education as programs began to be geared to the strengths that women 
might bring to the classroom (Schwartz, H. 1996). One example is the increased 
emphasis on object teaching, an approach developed by Johann Heinrich Pestalozzi from 
Switzerland (Gutek, 1968). This approach was based on the belief that no real education 
could take place unless a child's attention was gained by contacting an object of learning 
thereby motivating the student to learn. It was believed that women's natural nurturing 
traits were more suitable for motivating students than the established philosophy based on 
discipline and drilling. 
These and other changes in the curriculum established a hierarchical, systematic 
enterprise that the male dominated school leaders considered scientific (Mattingly, 1975). 
This scientific emphasis led school leaders to explain the changes to the normal school as 
an evolution from a post-elementary teacher preparation program to college level 
program with a single-purpose objective of training teachers (Pangbum, 1932). This idea 
was not prevalent in the general public as state politicians and local leaders, especially in 
rural areas, considered the normal schools a secondary school option, not solely a single¬ 
purpose institution for training teachers (Herbst, 1980). But, setting this debate aside, it 
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became clear that normal schools were expanding their curriculum, growing in number 
and making valuable contributions to the field of education by preparing teachers to 
teach. It should be noted however, that in the normal schools licensing and certification 
were rudimentary at best and that most often graduates from these schools returned to the 
elementary schools that they had attended after being hired by local school officials 
(Tyack, 1967). 
The late nineteenth century was also when universities began to establish 
departments of education and pedagogy. John Milton Gregory became the first university 
chair of pedagogy at the University of Michigan in 1879 (C. Johnson & Johanningmeier, 
1972) and at the University of Chicago, John Dewey became chair of the Department of 
Philosophy, Psychology, and Pedagogy in 1894 (Dykhuizen, 1973). As normal schools 
gradually transformed into what were called teachers colleges and later just colleges 
(Urban, 1990), universities expanded their programs to include courses and degrees in 
education and school administration (Urban, 1990). 
The early 1900s saw a type of competition between the normal school teacher 
colleges and the established universities. They were both following similar paths with a 
heavy emphasis on a scientific approach to education but universities had the advantage 
of established bachelor's degrees and were the school of choice in many hiring situations 
(Urban, 1990). The early 1900s also saw the establishment of professional teaching 
organizations like the American Association of Teacher Colleges (AATC), now the 
American Association of Colleges for Teacher Education (AACTE), and the Association 
for Student Teaching (AST), which became the Association of Teacher Educators (ATE). 
These organizations placed new emphasis on student teaching hours, suggestions for 
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standards, and printed literature as to how to improve student teaching methods and 
practices (Johnson, 1968). 
During the early 20th century also came an increase in campus laboratory schools 
that served as both sites for student teaching and centers for the study of teaching 
(McCarrel, 1933; Lindsey, 1969). Teacher candidates worked and studied in these 
laboratory schools which were gradually replaced in the mid-twentieth century by public 
school clinical sites as universities realized that the laboratory schools were much 
different than the actual public schools (Guyton & Mclntye, 1990). 
With the arrival of World War I, the "Roaring 20s", and the Great Depression, 
normal schools adapted with the times to add elements of the growing social and political 
influences to the teacher preparation curriculum. These additions included additional 
work in pedagogy, social sciences, and theories of learning. Normal schools were now 
becoming 4-year state teachers' colleges that granted degrees in education with 
specializations in grade level or subject matter. It was after World War II that mostly 
male teaching candidates began to take advantage of the GI Bill and attend teachers' 
colleges further encouraging the teacher education programs to widen their focus and 
create programs which offered bachelors, masters and doctoral degrees (Schwartz, 1996). 
It was during this period that gender equality in the teaching profession began to gain 
some balance. 
It is also in the early twentieth century that we start to see the development of the 
foundations movement, an attempt at educational reform based on the ideas put forth by 
John Dewey. University and Teachers College leaders dissatisfied with their institution's 
stagnancy in teacher education sought a more progressive approach to education's role in 
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social reform that included courses in social and psychological foundations of education 
(Tozer & McAninch, 1986). The social foundations curriculum led to a more 
interdisciplinary approach to teaching and to an emphasis on the importance of the role 
that teachers played towards social and societal change. With this new component, 
teacher education developed into a much more diverse and interdisciplinary endeavor. 
As teacher education programs developed their curricular content, grew in 
number and state licensure became more commonplace, a push for consistency and 
standardization took place. The first teacher tests were introduced in an attempt to rate 
teacher education programs and their students. It was during this stage that teacher 
education research grew dramatically as education researchers attempted to define what it 
meant to be an effective teacher. Most of these studies in what came to be known as 
teaching effectiveness, traditionally were done by administrators and later by educational 
psychologists. The majority of studies in effectiveness used two categories of teaching 
variables: (a) teachers' characteristics like attitudes, beliefs, personality, and academic 
achievement (see Getzels & Jackson, 1963); or (b) teaching behaviors like questioning 
methods, positive reinforcement, etc. The outcomes in teaching effectiveness studies are 
generally measured by supervisory ratings or student achievement tests (Gage, 1963). 
The topic of standardized tests as an accurate means of assessing effectiveness for both 
teachers and students was now becoming a topic for national debate. 
In 1953 a sharply critical analysis of public schools was published by Arthur 
Bestor, a professor of history at the University of Illinois. Titled Educational Wastelands, 
it included an unflattering chapter attacking the professional education of teachers. It was 
followed by two more critical analyses of teacher education in 1963, one by James D. 
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Koemer, an officer on the council for Basic Education, and the other by James B. Conant, 
former president of Harvard University. Both reports were highly critical of the academic 
credentials of professors of education and of the quality of students in teacher education 
programs. These criticisms were endorsed by many professional educators in more 
established disciplines like the arts and sciences and by those who were frustrated by the 
sagging performance of the United States in other areas. One international event that 
sparked great concern was the launching of the Russian satellite Sputnik into space, 
which signified a defeat in the international battle for supremacy in space (Urban, 1990). 
By the late 1960s and early 1970s public concern began to question the skills of 
high school graduates. Some states implemented minimum competency tests to ensure 
that students were at least meeting minimum requirements. Along with these tests came 
certain restrictions if students did not pass. These restrictions often included not passing 
into the next grade or not graduating, which are now considered "high stakes" tests 
(Popham, 2001). 
The minimum competency tests used to determine basic skills were created by 
professional test developers. These test developers determined the nature of the skills and 
knowledge to be measured and the goals were generally very minimal. But in schools 
where graduation depended on passing the test, a failure created a noteworthy news story 
and the press began to compare schools and success rates and eventually the quality of a 
school began to be equated with the scores of students' test scores. 
Many schools who stood to lose federal funding if they could not demonstrate 
(assess) how their government funds were being used, began to use test scores from 
standardized tests to evaluate their performance. This became an accepted practice and 
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standardized test scores became a legitimate means by which to judge a school's 
performance (Popham, 2001). 
By the 1980's, there was much more attention focused on the negative aspects of 
education. The media increased its reports of the negative condition of public schools. 
There were reports of declining student achievement test scores and much attention paid 
to the critical condition of public schools. In 1983, a report presented by the National 
Commission on Excellence in Education (NCEE) was released. The NCEE was an 18- 
member commission appointed by the U.S. Secretary of Education that was assigned the 
task of examining the state of public education. They spent close to two years studying 
schools and public feedback on education. Their findings, known as A Nation at Risk, 
sent shock waves through the country. One part of the report was particularly widely 
quoted: 
Our Nation is at risk Our once unchallenged preeminence in commerce, industry, 
science, and technological innovation is being overtaken by competitors throughout the 
world... If an unfriendly foreign power had attempted to impose on America the mediocre 
educational performance that exists today, we might well have viewed it as an act of war. 
As it stands, we have allowed this to happen to ourselves, (p. 5) 
This report made many recommendations for improving the condition of public 
education. These suggestions included: 
1) Employing a nationwide system of standardized achievement tests for assessing 
student achievement; and 
2) Improving the quality of teacher preparation. 
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Much of the burden for improving schools was placed on individual states and local 
municipalities. As states and school boards devised ways of designing tests for assessing 
standardized achievement, they concluded that these tests could be used to determine not 
only the performance of the students, but could be used to gauge the performance of the 
teachers as well. 
There were a number of other reports during the 1980s that were critical of public 
education. These reports signified a dramatic reform movement in education and were 
centered on excellence and economics (Sikula, 1990). They were inspired by government 
officials and by corporate executives. Once the reports were made public, the federal 
government gave way to state and local control as a series of reform initiatives were 
implemented. The shift of emphasis marked a major transformation as educational 
outcomes became the primary objective of education, no longer school processes and 
inputs (Finn, 1984). 
Also in the 1980s, a series of reports critical of teacher education were published. 
One of the most influential reports was presented by the Carnegie Forum on Education 
and the Economy, Task Force on Teaching as a Profession. Issued in May 1986 and titled 
A Nation Prepared: Teachers for the 21st Century, this report was an attempt to help 
develop educational policies that would meet the economical needs of the country. It 
presented a pessimistic view of the future of the economy if the teaching profession was 
not overhauled by implementing far more demanding educational standards and by 
holding teachers responsible for student progress. One suggestion, quite controversial at 
the time, was to create incentives for teachers based on student performance. To assess 
student performance, most states began to develop more demanding standardized tests. 
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Standardized tests became more commonplace and educators became increasingly more 
concerned with how this increased emphasis on testing might impact students, teachers, 
and the future of public education itself. 
As emphasis on testing became the most accepted measure of assessing student 
performance, an important shift developed in the motivation of professional educators. 
This shift was marked by the belief that an emphasis on content was more desirable to the 
existing belief that placed an emphasis on pedagogy. Successful passing of teacher tests 
and knowledge of the subject area became the prerequisite for defining a quality teacher 
instead of teaching skills and even more concerns arose that teachers might be even less 
prepared for the critical choices that they face. 
History of Test Effects 1960-2003 
There has been considerable research time invested in discussing the effects of 
testing on individual students. Those findings are relatively plentiful and for the most 
part, taken for granted. Where the research is lacking is in the effects of testing on 
schools, teachers, and curriculum. How does an increase in the use of standardized testing 
impact school curricula, instructional practices, and the professional status of teachers? 
Early research on testing was not focused on the effects of testing but rather on 
the use the testing data (Kurfinan, 1990). One of the most extensive studies of test effects 
took place in Ireland between 1973 and 1977. This study on standardized testing in 
elementary schools, conducted by Kellaghan et al (1982), sought to determine the 
potential effects of standardized testing on teacher expectations of student capabilities. 
The major conclusion of this research was that testing alone did not seem to make a 
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major impact on the perceptions and teaching practices of teachers (p.127). This 
conclusion was followed by a partial disclaimer stating that teachers admitted that their 
commitment to using the test results had not been great (pi28). In other words, there had 
been little pressure to have the students do well on the tests, thus the findings were not 
used for accountability purposes and could be termed in more modem language, low 
stakes tests. 
Until the late 1970s, most of the standardized, norm-referenced tests administered 
by public schools would not be considered high stakes tests (Kurftnan, (1990). High 
stakes tests, according to Popham (1987b), can be defined as "examinations that are 
associated with important consequences for examinees" and "examinations whose scores 
are seen as reflections of instructional quality" (p. 680). As test use shifted from 
indicators of achievement to measures for accountability, the context of educational 
testing in America based on policy driven reform left its mark. Koretz (1988) 
summarized this shift with his statement that, "tests are increasingly used, not only to 
show how well students do, but also to judge the competence of the educational 
enterprise and to hold the participants - students, teachers, principals, superintendents - 
accountable" (p.8). 
Today's state minimum competency testing programs in which promotion 
between grades or high school graduation depends on testing success are modem 
examples of high stakes tests. Recent legislation in Massachusetts also allows students 
scoring in top percentiles free college tuition, certainly raising the stakes for those in 
schools which consistently under perform (Maguire, 2004). 
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The popularity of aptitude tests after WWII was also a determining factor in the 
rise of the emphasis of testing in the Untied States. In an extensive review of intelligence 
testing, Lemann explains in his book The Big Test: The Secret History of the American 
Meritocracy (1999) the history and impact of the Educational Testing Service (ETS) on 
American education. He explores the history of aptitude tests, specifically the SAT tests, 
and their impact on higher education as they became the primary indicator of intelligence 
and the standard means for determining college acceptance. Starting as an experiment by 
James Bryant Conant, president of Harvard University, and Henry Chauncy, head of the 
ETS, these new tests were intended to fairly assess students from all classes based on 
their intelligence. Lemann dissects the goals and outcomes of this experiment with a 
critical eye and concludes that equal opportunity was not accomplished for all with this 
emphasis on intelligence tests. 
By the late 1980s, most states had established some type of mandated statewide 
testing program. These test scores were printed in newspapers with annual rankings of 
schools. They were sent to the school districts and parents. These results and rankings 
then became the public measurement of educational quality (Popham, 2001). 
Understandably, these rankings placed increased pressure to raise students' test scores 
and the annual rankings became directly related to teacher quality. Educational quality 
came to be equated with quality instruction and high scores were interpreted as a 
reflection of quality teachers. Koretz (1988) emphasized this growing pressure on 
schools: 
The stakes have risen for teachers and administrators too, as test scores have increasingly 
been used to hold them accountable as well. This shift...forced attention to the average 
scores of groups - schools, districts, and states - rather than just the scores of individual 
students, (p. 12) 
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There seems to be much more discussion and argumentation about test effects in 
the educational literature than there are results from actual research. Many articles in 
journals like Educational Leadership and Phi Delta Kappan have included commentary 
on testing as part of educational reform but the majority of the available literature is 
opinion based. In one study of three school systems (Mathison, 1988) it was determined 
that where the 'power' of testing is high, there is a very discernible impact on curriculum 
and instruction. She defined "power" as "a function of the sanctions and rewards that are 
attached to performance on standardized tests.. .determined by the uses to which testing 
and test results are put" (p. 177). In this case "power" tests are the same as high stakes 
tests and Mathison's findings support the conclusion that both curricular and instructional 
efforts are directly affected by the extent to which teachers and school administrators 
consider the tests important. 
Social Studies in Teacher Education 
In research done on test effects in social studies, there is evidence to indicate that 
social studies received relatively less time in elementary curriculums where social studies 
was not included in the school testing program (Weiss, 1978). There were also concerns 
that heightened attention to testing reading and computation seemed to negatively impact 
the time given to social studies instruction (Buros, 1978; Mitchell, 1985). 
Standardized tests in social studies are primarily multiple choice questions 
(Frederiksen, 1984) which increasingly shifts the emphasis of learning skills from higher 
order thinking skills to rote memorization and other more narrowly focused basic skills 
20 
(Koretz, 1988). It is difficult to use multiple choice tests to demonstrate a meaningful 
understanding of history or the relationship of one event to the other. 
As the results of test scores were compiled, concerns developed involving the 
relationship between poor test scores and issues of race, socioeconomic status, and the 
validity of the test scores. 
Also growing, were concerns about how increased emphasis on standardized 
testing affect the professional status of social studies teachers? There is not a large body 
of research available on teaching social studies. Much of the research discusses the notion 
of reform in social studies and the changing role of the social studies teacher. In his study 
of the history of teaching in social studies, Cuban (1984) expresses the difficulty he met 
in attaining descriptions and analyses of social studies classrooms of the past century. He 
describes the abundance of literature that advocates particular instructional approaches or 
advice as to how social studies teachers should teach but his findings as to the nature of 
the classroom indicate that social studies has been a combination of constancy and 
change. 
In her book Contradictions of Control (1986), McNeil argues that social studies 
teachers are increasingly shifting their teaching objectives from a style that emphasizes 
thoughtful analyses of critical issues and controversial topics to a style that emphasizes 
factual recall. She calls this defensive teaching and explains it as a reaction to increased 
emphasis on standardized testing. 
Loewen (1996) discusses how this emphasis has also led history teachers to select 
and use history textbooks that cover the basics of history while failing to give attention to 
serious issues of social or historical import. Again, we see the emphasis on fact finding 
impacting the way students understand historical context and the relationship between 
contemporary problems and their historical roots. He explores the discrepancy between 
existing state frameworks and the proposed national standards for history issued by 
UCLA several years ago. There are obvious differences in areas like multiculturalism, 
African-American history, women's history, and the responsibilities that should be played 
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in a democratic society. The current emphasis in multicultural education is to encourage 
pluralism rather than the melting pot theory. 
But what forces have influenced this change in the social studies education? One 
way to explain this reform history was presented by Armento (1990) as a combination of 
four unique elements of society - public debate, funded projects, the cognitive 
psychology movement, and fervor in the social sciences. These societal factors have 
combined to influence social studies researchers and in turn have impacted the nature of 
social studies albeit slowly. She argues that " the quiet revolution has, however, yet to 
capture the imagination of most social studies researchers and educators or to have an 
impact on most social studies teacher preparation institutions and elementary and 
secondary school studies classrooms" (p.186). 
As increased testing continues to impact curriculum design, concern is mounting 
that social studies education will begin to suffer the effects of a restricted curriculum and 
over emphasis on test results. 
Current Legislation: No Child Left Behind 
On January 8, 2002, President Bush signed into law the No Child Left Behind Act 
of2001 (NCLB). This law was an amendment of The Elementary and Secondary Act of 
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1965 (ESEA) originally signed by Lyndon B. Johnson. It is intended to restructure the 
federal role in public education to make schools more accountable, to be more flexible in 
state and local control, to expand parental choice, and to emphasize "scientifically based" 
research in evaluating teaching methods (Beach, 2002). 
President Bush has called the new law, considered a major overhaul of the federal 
govemmenfs commitment to fund education, "the cornerstone of my administration." 
The U.S. Department of Education calls the NCLB act "a landmark in education reform 
designed to improve student achievement and change the culture of America’s schools 
(USDOE, 2003). 
This law is intended to ensure that all public school students have safe learning 
environments, well-prepared teachers, and a research-based curriculum. It is a well- 
intended mandate that received bipartisan support and has been heavily marketed to 
educators and the general public. Now that the details and goals of this reform plan have 
been examined, there is mounting concern from many areas that the long-term effects of 
this reform may lead to serious problems in public education. 
To best understand the impact of this law, it is necessary to examine the basic 
objectives of the Act. Taken from the NCLB Desktop Reference the goals are as follows: 
1. Accountability 
2. Flexibility and Local Control 
3. Enhanced Parental Choice 
4. Scientifically Based Research 
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We will now look at the four main objectives with a short explanation of each of 
the goals: 
Accountability -The NCLB Act is designed to help all students meet high 
academic standards by requiring that states create annual assessments that measure what 
children know and can do in reading and math in grades 3 through 8. These tests, based 
on challenging state standards, will allow parents, educators, administrators, 
policymakers, and the general public to track the performance of every public school in 
the nation. 
Schools will receive report cards based on the test results and schools and 
districts which do not make sufficient progress each year will be first given assistance, 
then will be subject to corrective action, and ultimately restructuring. 
Flexibility and Local Control - One of the main objectives of the NCLB Act is to 
shift more decision-making power to the local and state levels in exchange for greater 
accountability. Qualified schools districts and states will be able to consolidate federal 
education funds to meet their specific needs in order to improve student achievement and 
attain adequate yearly progress benchmarks. 
Enhanced Parental Choice - Based on the accountability provisions outlined in 
the NCLB Act, if a school fails to meet state standards for two consecutive years, parents 
will have the opportunity to transfer their children from low-performing schools to better¬ 
performing schools within the district, including charter schools. Charter schools will 
have increased financial support and will be encouraged to develop strong programs as an 
alternative to under-performing schools. There is also a provision for school choice if a 
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school is determined to be unsafe. How a school will be determined to be unsafe is still 
unclear. 
The accountability system outlined by this law will use test scores combined with 
other factors to determine which schools are succeeding and which schools need 
improvement. This information will then be made available to parents allowing them to 
make educational decisions that are in the best interest of their children. 
Scientifically Based Research - There will be special emphasis on scientific 
research as the method to establish which education programs and practices have been 
most effective. Only those programs, which have been scientifically determined to be 
successful, will be approved for federal funding. The term "scientifically based research" 
is used 111 times in the 1100 page law (Beach, 2002) which is an indication of its 
increased emphasis. Scientifically based research is defined on the US Department of 
Education NCLB desk reference as research "that involves the application of rigorous, 
systematic, and objective procedures to obtain reliable and valid knowledge relevant to 
educational activities and programs." And research "that has been accepted by a peer- 
reviewed journal or approved by a panel of independent experts through a comparably 
rigorous, objective, and scientific review." 
Many educators now share the concern that programs that are not based on 
extensive research will no longer be funded. Some of the programs anticipated to be 
dropped include Early Reading, The Reading First Program, Reading Recovery, and Bob 
Flavin's Success for All. (Beach, 2002) It would also impact the technical assistance that 
"schools in improvement" might be eligible for, strategies and/or interventions in Title I 
schools, and options for professional development. 
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Implications of No Child Left Behind Act 
As the implications of the NCLB Act become more evident, teachers, schools, 
and school districts are naturally driven to examine their respective roles in improving 
student performance and test scores. Teachers are committed to reform their curricula to 
meet the standards and schools and school districts are inspired to prepare students for 
tests and to consistently raise test scores. These factors combine to lead many educators 
to raise concerns that this reform is becoming too test-driven. In what Popham (2001) 
defines as curricular reductionism, teachers become concerned with raising test scores 
and adjusted their curriculum to teach what is going to be tested and often avoiding what 
is not. This can be explained as a logical human response to a reward structure that 
focuses on a narrow criterion. He also refers to the erosion of rich curriculum as ’fringe 
subjects' like music and art are left behind for the increased attention of teaching to the 
test. 
In addition to the loss of'rich programs' like music and art, increased emphasis on 
testing is leading to an increase in "high stakes" performance tests. Test scores are now 
being used to determine student promotion and graduation, and to determine the 
allocation of rewards and sanctions to schools and districts. The use of these "high stakes 
tests" continues to be a concern as thousands of students are prevented each year from 
graduating. Of specific concern is that many of these failing students are often from the 
poorer school districts or are students of color. 
As the implications of the NCLB Act become clearer, concerned educators and 
critics have become more evident and vocal. It is important that all outcomes are 
considered when we attempt a systemic reform of this level. The Advocacy Center for 
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Children’s Educational Success with Standards (ACCESS) shared concerns in a January 
13, 2003 report, which highlighted several areas of concern. According to Jack Jennings, 
the Center's executive director, the main concern is that the plan is too rigorous. 
Deadlines for state accountability plans were due before the final regulations of the Act 
were released and the criteria for determining "failing schools" has forced some states to 
lower standards to increase their chances of successful results. There are also serious 
concerns that the Act is becoming a de facto unfunded mandate as proposed budget 
increases fall far below what is generally accepted as necessary funding needs (Jenkins, 
2003). 
The law states that all NCLB programs should be implemented "fully and 
effectively" but the proposed 2004 allocation for programming is $11 billion below the 
targeted goal (Pierce, 2003). Considering that funding for 2003 was $8 billion below 
expected levels and that most states are currently in a budget crisis, the future looks quite 
challenging, especially for Title I programs. (Pierce, 2003) 
The Title I programs which fund disadvantaged students in over 48,000 schools 
nationwide is currently budgeted at $6 billion below the targeted level. Based on these 
figures then less than 40% of eligible students will be served by Title I programs. The 
poor and disadvantaged, the students that President Bush has said he most wants to help, 
will be receiving just a fraction of what they were intended to receive. 
Teacher education which has proven to be historically slow in responding to 
societal change, has done little to accommodate this increased emphasis on testing that is 
being required in public schools. An important part of preparing new teacher candidates 
will be training them to instruct in ways that can preserve the values that have become so 
27 
important to education while simultaneously productively serving the best needs of the 
students as they prepare for tests in assessment. Below is a list of five specific concerns 
with the NCLB Act that have been brought forth by educators, parents, and concerned 
citizens: 
1. Standardized Testing as Primary Indicator for Assessment 
2. The "Stakes" are too High 
3. Economic Concerns 
4. Inequity of Opportunity 
5. Adequate Yearly Progress 
Standardized Testing as Primary Indicator for Assessment 
Many critics are concerned with the philosophical and pedagogical implications 
of using standardized testing as the primary indicator of determining student assessment. 
A very strong case is being made that educational standards and standards-based reform 
when used to support student learning should not rely on testing results. In fact, there is a 
strong body of evidence that increased emphasis on testing can actually reduce the 
quality of education. 
Peter Sacks expresses his concern with what he calls the "cult of measurement" 
and the increased emphasis on standardized testing as a "social experiment" which is 
doing much more harm than good. (Sacks, P., High Stakes Tests and the Cult of 
Measurement) He said that this experiment was launched on the following proposition: 
...that largely bureaucratic solutions, consisting of state imposed standards, more 
standardized testing and harsher sanctions attached to test results, will fundamentally 
raise the academic achievement of all school children and lead to a more prosperous and 
productive citizenry... 
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He acknowledges the many improvements in education that the "accountability 
movement" has been responsible for but continues by saying that many of these 
improvements are temporary and that many of the results are misread or misinterpreted. 
High Stakes Testing 
Perhaps the most immediate concern to educators and parents regarding 
standardized testing is that they are increasingly being used to determine major 
educational decisions such as high school graduation and grade retention for students. 
Schools, teachers, and administrators are now being assessed based on student test scores 
resulting in severe consequences if certain levels are not met. The results of these tests 
are also being used to determine curricular decisions which is dramatically altering the 
face of education. Beginning in 2003 thousands of Massachusetts students have been 
prevented from graduating because of their failure to meet testing requirements (Maguire, 
2003). An increasingly disproportionate number of students from low socio-economic 
famihes and poorer school districts are part of those being left behind. 
There is mounting evidence that the introduction of standardized testing has 
actually negatively affected student performance. A study performed by researchers at 
Arizona State University and financed by teachers' unions, found that students who 
demonstrate consistent improvement on state exams often show decline in their 
performance on other, independent measures of academic achievement (Winter, 2002). 
Perhaps the most interesting finding was the discovery of increased dropout rates in states 
that have connected test scores to graduation requirements. Graduation rates fell in twice 
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as many states that had tied test score requirements to graduation when compared to 
previous rates. 
Economic Concerns 
Economic considerations are also quite valid concerns. The cost of meeting the 
NCLB testing mandate is estimated to be between $2.7 billion and $7 billion (Metcalf, 
2002) with much of the money going to the corporate testing companies with established 
relationships to the current presidential administration. The current Federal budget 
figures intended for testing for 2003 are $384 million and $390 million for 2004 {The 
Achiever, U.S. Dept, of Education 6/9/03). Metcalf also points out that over the past five 
years, state testing expenditures have almost tripled. As budget deficits continue to 
plague public education, the cost of standardized testing alone has caused many educators 
to be concerned. 
There is also concern that with increased school choice, vouchers, and the 
establishment of charter schools, public school districts will continue to lose funding as 
families opt for school choice and send their kids to other schools. The district would be 
responsible for transportation and supplemental services for students who qualify and the 
district would certainly be impacted financially by these decisions. (Beach, 2002) 
Currently the state of Massachusetts is facing a budget crisis that is drastically 
affecting funding to public education. Massachusetts has cut real per pupil spending 
between 2002 and 2004 by 14 percent (Olson, 2004). As program and system costs 
continue to rise, this budget reduction represents the largest cut by any state in the nation. 
Thousands of positions have been eliminated. Programs like music, art, drama, and 
physical education have been eliminated from many schools across the state and the 
30 
country. Current legislation seems to offer no end in sight. In fact, the No Child Left 
Behind legislation of2001 contributes to the public school woes by emphasizing the 
option of school choice and the support of charter schools at the expense of public 
schools. 
While the creation and expansion of charter schools is intended to give parents 
more choices many have raised the concern that we are in essence creating a dual 
education system that serves to further separate and segregate students and ultimately 
threatens the very survival of public schools (Kelley & Flaherty, 2004). The funding 
formula for charter schools is based on "per pupil expenditure" which takes into account 
the costs for vocational education, ESL programs and special education yet most charter 
schools do not have these programs established. Therefore, this additional budget burden 
is also placed on the public schools as they send students to charter schools. 
Mass Partners for Public Schools, which is a coalition of Massachusetts 
organizations representing teachers, principals, parents, superintendents, and school 
committees has proposed legislation that would change the funding formula for charter 
schools so as not to place an unfair burden on the public schools. They are also asking 
that new or additional charter schools not be established until a comprehensive review of 
their impact on public schools can be reviewed by an objective panel. At this point the 
state governor has threatened to veto any review of the funding formula and has placed 
the burden on the public schools saying, "Public schools should stop complaining about 
students leaving for other schools. They should try to make students want to stay at their 
school." (Recorder, 2004) This type of reaction as public schools are facing 
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unprecedented budget cuts and school choice seems to demonstrate a lack of 
understanding of the problem. 
Inequity of Opportunity 
Another concern with increased emphasis on standardized testing is the number of 
groups who historically have had difficulty with standardized tests. Ted Villaire, in his 
book. High Stakes Testing: Is it Fair to Students, speaks of the "vulnerable" students who 
are most often damaged by high stakes tests. He describes those with special needs, 
children of color, and those from low income homes who often have lower test scores 
(Villaire, 2002). Monty Neill of FairTest, an organization opposed to high stakes testing, 
believes that students from low income homes and minority students rarely receive the 
same education as those from more affluent homes. Neill makes the case that 
standardized tests often favor the background and experience of white middle-class 
students because the tests make assumptions about children's social knowledge and 
background. 
Research by Peter Sacks supports this view as his findings indicate that often the 
best indicator of how a student will perform on a standardized test is his or her parents' 
income and level of education. He writes, "schools in poor neighborhoods bear the 
greatest brunt of public and official pressure to raise test scores." 
Another area of concern with the new NCLB guidelines is the term "adequate 
yearly progress (AYP)" and how it will be determined. Does the term accurately depict 
the progress that an individual school is making? Is this a fair and accurate analysis of the 
school's progress? These questions are being asked frequently and are certainly valid 
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concerns. The United States Department of Education explains AYP on its official web 
page like this: 
No Child Left Behind requires each state to define adequate yearly progress for 
school districts and schools, within the parameters set by Title I. In defining adequate 
yearly progress, each state sets the minimum levels of improvement-measurable in terms 
of student performance—that school districts and schools must achieve within time frames 
specified in the law. In general, it works like this: each state begins by setting a "starting 
point" that is based on the performance of its lowest-achieving demographic group or the 
lowest achieving schools in the state, whichever is higher. The state then sets the bar—or 
level of student achievement—that a school must attain after two years in order to 
continue to show adequate yearly progress. Subsequent thresholds must be raised at least 
once every three years, until after 12 years, all students in the state are achieving at the 
proficient level on state assessments in reading/language arts and math. (USDOE,2003) 
What seems to be taken for granted is that student performance, achievement, and 
proficiency can be accurately determined by scores on standardized tests. Many educators 
feel that this is a grave error and that test scores alone cannot be sole determinant of a 
schools yearly progress. In its 1999 report on testing, the National Research Council 
stated that "scores from large-scale assessments should never be the only sources of 
information used to make a promotion or retention decision...Test scores should always 
be used in combination with other sources of information about student achievement" 
(NRC Report-1999). 
The Department of Education web site fists many reasons why testing will work. 
In the June 9, 2003 edition of The Achiever, the NCLB web journal, the reasons for 
testing are given as follows: 
• Testing is not new to education. Good teachers and excellent schools and 
districts have always used tests to provide objective and up-to-date 
information on how their students are performing 
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• Annual testing tells parents and teachers how much progress students have 
made toward meeting the academic standards 
• Annual tests show principals exactly how much progress students at each 
grade level have made so that principals and teachers can make good 
decisions about teacher training and curriculum 
• Accountability systems gather specific, objective data through tests aligned to 
standards and use that data to identify strengths and weaknesses in the system 
• Testing tells parents, communities, educators, and school boards which 
schools are doing well. 
These statements sound reasonably accurate. But they are all based on the 
assumption that current testing methods are fair and accurate. Much of the research today 
supports the view that current testing methods are unfair to certain groups, especially low 
income and minority populations, and that the scores themselves cannot accurately reflect 
academic achievement. 
Standardized tests have been used for years to determine many things but mostly 
as a comparison between individuals. They are also used to compare one group to another 
group or one school to another school. With so many factors that can set apart students 
and groups, any measure of comparison is destined to have flaws. If we are obligated to 
make comparisons, how can we best compare students to each other or groups of students 
to each other? 
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Limitations: A Critical Analysis of Standardized Tests 
Educational history in the United States often utilizes testing as the main 
instrument of reform for accountability. Robert Linn, co-director of the National Center 
for Research on Evaluation, Standards, and Student Testing, gives four reasons for the 
popularity of standardized tests (Linn, 1998): 
• Tests are relatively inexpensive compared to changes that involve increases in 
instructional time, reduced class size, and training and attracting better teachers. 
• Testing changes can be implemented relatively quickly, while other school reforms 
may take years to implement and assess. 
• Test results are visible and draw media attention. Poor results in the first year of a 
new testing program are usually followed by increasing scores in subsequent years, 
giving the appearance that schools are improving. 
Testing can create other changes in curriculum and teaching at the school and 
classroom levels that would be difficult to legislate. If we are to assume that drastic 
improvements need to be made in the means with which schools measure academic 
achievement, we need to examine the limitations that exist within the current system of 
standardized testing. Based on research from a variety of sources, here are some of the 
major concerns with standardized testing that need to be addressed: 
• Teachers tend to adjust their curriculum to "teach to the test" rather than encourage 
cooperative activities, critical thinking or problem solving skills; 
• Cultural bias - students of color often have families who have not been able to attain 
educational and economic benefits; 
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• The language used in standardized test is often believed to be culturally and/or 
economically biased; 
• Students from lower income families often score below other students on 
standardized tests; 
• With norm referenced tests, 50% of students are automatically placed below the norm 
or below average; 
• Test with just one correct answer penalize students with multiple perspectives; 
• The time constraints of many tests privileges certain learners; 
• The tests generally are based on rote memorization and do not reward learners who 
display achievement in making connections, integrations, or critical thinking skills; 
• These tests are often used to rank or track students unfairly. 
So, as we evaluate educational reform in its current condition there are signs of 
progress but there are definitely areas of concern. Any adjustments made to current 
reform legislation would likely include alternative assessment as a compliment to 
standardized testing. 
Alternatives to Standardized Testing 
If we come to the conclusion that educational reform in its current state needs to 
be further examined, it is then crucial to provide viable alternatives to the existing 
system. Let’s look at some of the solutions being offered by educators with hopes that 
continued research and effort may perhaps present solid suggestions. One aspect central 
to goals of NCLB is the measure of student progress, commonly referred to as 
assessment. 
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As Peterson and Neill (1999) point out an often overlooked question is "What is 
the purpose of the assessment?" Too often the answer does not include the improvement 
of student learning. They suggest that before we accept the current role of assessment in 
education we re-examine the reasons for the assessment. It is valuable to keep in mind 
that it is the education of the student which should continue to be the priority, not 
rankings or punitive results. 
But how can one of the main tenets of the NCLB Law, the "scientifically based 
research" requirement be met without using tests? Perhaps it cannot. But together with 
alternative methods of assessment it may be possible to assess achievement while 
maintaining educational ideals in the classroom. 
Other than standardized test scores how else can a school's yearly progress be 
assessed in comparison to its previous performance? How can it be compared to other 
schools? These are complicated questions and the answers are yet more elusive. Many 
educators feel that an alternative might be "performance-based assessments." Also called 
"authentic assessments," these assessments would have students perform tasks or create 
projects that are valuable to our society or community. They might do experiments and 
projects or write essays that may be helpful to others. They might present portfolios 
which demonstrate work over a period of time. 
One proposal made by the Coalition for Authentic Reform in Massachusetts 
(CARE) is a four part plan that includes: 1) local authentic assessments approved by 
regional boards and based on a shortened version of the curriculum Framework of 
Standards; 2) a school quality review model which assesses the effectiveness of school 
practices and considers factors such as equity in resources, demographics, and 
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economics; 3) Using standardized tests to assess only literacy and numeracy and only in 
conjunction with additional sources of information; and 4) annual reports from the school 
to the community which is tailored to accommodate the community and includes 
outcomes of students by race, gender, income status, special needs, and English 
proficiency. CARE aims to "preserve a focus on high standards for all students and public 
accountability for all schools" and to "promote local innovation, creativity, and freedom." 
(The Coalition for Authentic Reform in Education, (2000), Failing Our Kids: Why the 
Testing Craze Won't Fix Our Schools.) 
Here are some suggestions for methods of alternative assessment: 
1. Portfolio-Based Assessment 
2. Performance Assessment 
3. Proficiency Exit Standards 
4. Exhibitions 
For instance, in addition to testing, perhaps portfolio-based assessment could be 
used. A student portfolio is a selection of work which includes teacher feedback and 
student reflection that has proven to work well in many classrooms. Projects like 
Michigan’s Work Sampling System and California’s Learning Record are two successful 
examples of portfolio assessment. A system known as "random sampling" involving an 
independent group of teachers and community members who select portfolios randomly 
from each classroom can compare their results to the classroom teacher's results and if 
there are major inconsistencies, a third party may be used or a larger group may be 
sampled. 
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There are many concerns with portfolio-based assessment, like the logistics of 
storage, subjective grading, and teacher skill inequality, but overall the contributions of 
portfolios to education, as well as the teacher collaboration that it encourages, seem to 
make it worth exploring. 
Some schools and districts have adopted what are called "performance based 
examinations." These are tests given to students which are based on their "performing" 
certain tasks, such as writing an essay, conducting an experiment, or doing an oral 
presentation on videotape. These final products are then assessed by at least two 
anonymous and independent teachers from outside the school and given a rating. If there 
is a large difference between the two scores, a third evaluator then assesses the work. 
This work can then become part of the student's portfolio and part of the school's 
continuing curriculum. The Milwaukee Public School System has worked extensively to 
develop performance exams and has found that students have more attachment to their 
work, they become much more involved, and they become much more active learners 
(Peterson & Neill, 1999). 
One way that schools have been able to maintain a "high stakes" approach to 
meeting standards yet not base the assessment solely on standardized tests is to use what 
is called "proficiency exit standards." With this approach, schools use a combination of 
portfolios, performance exams and possibly standardized tests, to assess the proficiency 
in certain areas. Students not deemed "proficient" cannot graduate or move into the next 
grade. 
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Exhibitions of student work certainly are one way to publicly demonstrate or 
"assess” a student's work. Portfolio fairs, poetry readings, and science fairs are just some 
the ways that student work can be exhibited. 
These are some examples of what is considered alternative assessment. It is true 
that alternative assessment is difficult to implement. It generally costs more, involves 
more people and takes more time. With public education resources currently falling to 
budgetary cuts, it becomes even more difficult to consider alternative assessment, but 
these are ideas and suggestions that should be discussed as the existing spectrum of 
assessment is evaluated and fine tuned. 
According to Holt, Rinehart and Wilson (1994), three important goals are 
accomplished by alternative assessment: 
1. Original Responses - Instead of selecting predetermined answers, students giving oral 
and written responses are required to give original responses which encourage a much 
higher level of understanding. 
2. Improved Communication Skills - Alternative assessment methods place emphasis on 
reading, writing, listening and speaking. 
3. Self-evaluation - Students who are assessed through alternative assessment methods 
are encouraged to self reflect and to evaluate their own growth. This is often 
considered the key to portfolio assessment. 
Could these alternative forms of assessment actually be used to more accurately 
indicate student progress? There are schools willing to test these methods, but for now it 
is difficult to determine their effectiveness. A coinciding concern with introducing 
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alternative forms of assessment is the difficulty in comparing one school’s progress with 
another. A standardized test score offers just that, a standard score that can be compared 
to other schools and previous scores. Alternative forms of assessment would provide a 
number of challenges in the process of comparing students or schools to each other. But 
current comparisons are based on the assumption that standardized tests are accurate 
assessments of a student’s progress. But if the tests don’t demonstrate in-depth 
understanding of a topic, and they simply demonstrate how well a student performs on a 
test it may not be an accurate measure of achievement. 
The assumption that standardized tests are an accurate portrayal of a student's 
progress warrants further discussion. If a main objective of assessment is for students to 
demonstrate knowledge and academic achievement, alternative assessment must be 
seriously considered. It is not enough to rate students on a written test in comparison to 
other students. To accurately assess students it only seems logical that we consider more 
than just test results. 
Pedagogical Concerns 
One area of concern that is valid, yet difficult to measure is the belief that over¬ 
emphasis on achievement and testing limits a child's ability to enjoy childhood and 
natural learning. William Crane, the author of Reclaiming Childhood: Letting Children 
be Children in Our Achievement Oriented Society, makes the case that as a culture we 
have "become obsessed with a child's future and have lost the appreciation of children in 
their present life." He explains that "the high pressure atmosphere of today's society 
prevents children from developing their problem solving abilities, creativity, spontaneous 
artwork and nature appreciation through exploration." The arts, imaginary play and 
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exploration of nature are all areas that we have taken for granted in the past but may need 
to be re-examined. As pediatricians become increasingly more alarmed by the high levels 
of childhood stress that seem directly related to increased academic pressures perhaps it 
is time to reconsider what defines healthy growth and success for a child. 
One perspective on educational reform that is based on the natural growth of the 
child is called "Child Centered Education." Peter Sacks, a leading proponent of child 
centered education, promotes education that allows children to "make their own 
discoveries, develop their deepest creative urges, and be enthusiastic about learning" 
(Sacks, 2003). His theory promotes every "child as a naturalist" who can develop his/her 
own genuine and "spontaneous affinity for nature." Instead of over-scheduling activities 
for children, he feels they may be better served if they are given more time to explore 
nature and themselves. He believes that a curriculum that promotes patient observation, 
fosters creative activities, and instills a feeling of peace and being in the world may seem 
out of place in this current educational environment, but is based on what is in the best 
interest of the child. 
As we consider the future of public education and the reform objectives currently 
driving this process, we must consider what changes need to be made to teacher 
education that takes into account the classrooms that new teachers will encounter. With a 
combination of interviews, surveys, and seminar feedback this researcher hopes to 
explore the choices that new teachers must make as they begin their journeys into 
classroom education and then apply this knowledge to teacher education programs at the 
university level. 
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CHAPTER 3 
RESEARCH METHODS 
Surveys 
The survey component of this research involves a series of surveys which 
included a two question survey form about changes in educational philosophy (see 
Appendix A), a four question survey about rewards and challenges (see Appendix B), and 
eventually an extensive survey (see Appendix C, D) which was given to student teachers 
at the beginning and end of their student teaching experience. The final survey was 
conducted from Fall 2002 to Spring 2004, included both multiple choice and short answer 
questions, and was given to approximately 200 new teacher candidates. All surveys were 
done anonymously. 
Following are descriptions of the four methods of survey research that have been 
used to obtain data: 
Survey #1 (2000-2001) - The first survey instrument that was used (See Appendix A) was 
a two question survey that was given to student teachers three times; once at the 
beginning of the process, once at the mid-point, and once at the end of the student 
teaching experience. Both questions address the student teachers' philosophy of education 
and how it changes during the process of student teaching. This survey was given to 25 
new teacher candidates. 
Survey #2 (2001-2002) - The second survey instrument that was used (See Appendix B) 
was a two question survey that was given once at the beginning of the student teaching 
process and then again near the end. These questions addressed the challenges and 
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rewarding aspects of the student-teaching process. Responses were handwritten and 
differences between beginning and end of the process were the focus. This survey was 
given to approximately 20 students. 
Survey #3 (2002-2004)- The third survey instrument that was used was a study of 100 
student teachers which included an introductory survey questionnaire at the beginning of 
the student teaching term (See Appendix C) and then a final survey at the end (See 
Appendix D). One goal of the study was to determine what adjustments student teachers 
made during their student teaching period to lesson planning methods and objectives, 
classroom management methods, time management, and overall educational philosophy. 
Interviews 
A series of interviews with 8 student teachers contributed to this study. There 
were set interview questions (See Appendix E) and an informed consent letter (See 
Appendix F) that were used for all interviews. There were times when additional follow 
up questions were warranted to elicit further information but primarily the interviews 
followed the established format found in Appendix E. Pseudonyms were used to preserve 
the anonymity of the participants and their families. 
These interviews were particularly informative because the participants were 
actively engaged in the teaching process at the time and their feedback was immediate 
and personal. There was also an element of self-reflection that contributed to the answers 
and in some cases this self-reflection became a driving force as the interview process 
became a conduit for the introspection that is so vital to teaching. 
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The results of the interviews have been organized into five themes; teacher 
training, school setting, educational policy, teen culture, and individual 
personality/experience. 
Seminar Facilitation/Discussion 
Over a period of three years this researcher had the opportunity to meet with a 
group of student teachers in the field of history/social studies several times a semester as 
part of the University of Massachusetts Secondary Teacher Education Program's 
Education 510 class. This class, titled Teaching in the Middle and High School 
Classroom: Seminar for Student Teachers separated student teachers into groups by 
discipline. These groups varied in number from 4 to 20 depending on the semester. The 
feedback and notes from these meetings has been integral to this study. 
The course overview (Colbert, M. 2003) describes the seminar this way: 
Education 510 is a seminar created for student teachers by previous groups of student 
teachers who felt a need to meet each week to further their development and gain support 
from their peers...The weekly classes provide opportunities to reflect on and discuss 
issues specifically related to your student teaching experiences, to continue professional 
development, and to prepare for locating a teaching position after program completion. 
Student teachers established this seminar with the following goals in mind: 
1. To support student teachers in their student teaching process through peer, university 
and, whenever possible, school partnership assistance, 
2. To promote reflective teaching practices in order to facilitate the developmental 
process of learning to teach. 
3. To address the complexities of student teaching in various school settings. 
4. To provide student teachers the opportunity to increase subject matter knowledge and 
professional development issues. 
Each seminar meeting had a specific agenda. The weekly agenda included strategies 
to deal with lesson planning, classroom management, issues pertaining with adult 
relationships (cooperating teacher, college supervisor, and colleagues), and general 
problem solving. (See Appendix G for a sample semester agenda.) 
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The format of these seminar discussions often evolved into practical problem¬ 
solving strategies as issues arose that were impacting the success of the student teachers 
in the classrooms. The issues were varied and were quite often problems that had 
emerged unexpectedly. The group discussed the issues, shared comparisons with their 
own school experiences, and solutions were offered as suggestions. Since the issues that 
arose seemed to follow certain time factors, the results have been separated into three 
categories; beginning, middle, and end of student teaching. 
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CHAPTER 4 
RESULTS AND DISCUSSION 
Using interviews, a series of progressive surveys, and feedback from 
student teaching seminars, data has been compiled over a period of four years that 
illustrates the critical dilemmas that student teachers face as they make the transition to 
full time teaching. There are many factors that can potentially impact the student teaching 
experience. Many of these factors affect education in general but the focus of this study is 
in determining what factors impact middle and high school student teachers in history 
and social studies and to what extent these factors impact their experience. All 
participants in this study have been student teachers in the field of history/social studies 
at the middle or high school level. 
Survey Findings 
The survey component of this research involved a series of surveys which 
included a two question survey form about changes in educational philosophy (see 
Appendix A), a four question survey about rewards and challenges (see Appendix B), and 
eventually an extensive survey (see Appendix C, D) which was given to student teachers 
at the beginning and end of their student teaching experience. This final survey was 
conducted from Fall 2002 to Spring 2004 and included both multiple choice and short 
answer questions. Approximately 150 individuals participated in the survey process and 
all surveys were done anonymously. 
Classroom Management 
In all areas of this research project, classroom management played an important 
role in the student teachers’ experiences. When asked to rate their ’’ability to manage the 
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classroom" there was a significant increase over the course of the semester in the number 
of participants who responded "good" or "excellent." The percentage rose from 58% to 
82% from the beginning to the end of semester. Overall, student teachers in the study 
reported a significant improvement in their classroom management skills during their 
student teaching experience. 
Figure 1: Classroom Management Ability 
Classroom management was somewhat difficult for student teachers to explain. In 
most cases, the student teacher was operating within the room and the guidelines of a 
cooperating teacher who had set his/her own standards. This made it extremely difficult 
for student teachers to define their own methods and beliefs in managing a classroom 
effectively. 
Confidence 
Other results from the surveys indicate that the confidence level of student 
teachers increased slightly after the student teaching experience but again there are 
interesting factors at play. A number of student teachers shared concerns that 
instructional methods that they had been taught were not what they were expected to 
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actually do in the classroom which led them to adapt their strategies and methods to meet 
the school's expectations. An understanding of educational philosophy seemed to be a 
key factor in adapting their methods to a variety of different educational settings. The 
survey question that addressed confidence asked how ready participants felt to teach their 
own classes. The number of respondents that answered "very prepared" or "completely 
prepared" rose from 63% in the beginning to 88% by the end of the semester. Overall, by 
the end of student teaching, nearly 9 out of 10 student teachers reported feeling "very 
prepared" or "completely prepared" to teach their own classes. 
Ready to Teach Own Classes 
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80 
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40 
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Figure 2: Ready to Teach Own Classes 
Relationship with Cooperating Teachers 
The majority of student teachers responded that they had a good relationship with 
their cooperating teachers. In fact, the survey indicated that in most cases the relationship 
was rated higher after the experience than before with more than 80% of the respondents 
indicating an excellent relationship after student teaching. It should also be noted that 
participants who did not have productive relationships with their cooperating teachers 
were much more likely to describe their experience as "average" or "below average." 
There has been much effort on behalf of the university to establish and maintain a 
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positive relationship between the student teacher and the cooperating teacher and it 
appears that this effort has been effective. Student teachers reported that 82% of the time 
they had a "very good" or ’’excellent" relationship with their cooperating teacher. 
Relationship with Cooperating Teacher 
Figure 3: Relationship with Cooperating Teacher 
However the few cases where student teachers indicated that they had poor 
relationships with cooperating teachers had a significant impact on the student teaching 
experience. This will be discussed in some detail later in these findings. 
Professional Satisfaction 
Satisfaction with choosing teaching as a profession remained unchanged from the 
beginning to end of the process but there was a very discemable difference that happened 
during the student-teaching that could be defined as a change in educational philosophy. 
It is not true in every case but certainly in the majority of cases, the student teachers 
expressed frustration as the ideals of their educational philosophy gave way to the 
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realities of the teaching profession. The factors for this change ranged from school 
expectations (cooperating teacher, administrative goals, interaction with colleagues, etc.) 
to the students in the classroom and the time and energy it takes to teach classes on a 
daily basis. Of student teachers surveyed, 96% responded that they still planned to be 
teaching in three years. This number remained unchanged from beginning to end of 
student teaching. 
■ Beginning of Student 
Teaching 
■ End of Student 
Teaching 
Plan to be teaching in three years 
150% 
100% 
50% 
Figure 4: Plan to be Teaching in Three Years 
Experience Outside the Classroom 
One aspect of the student teaching experience that was mentioned frequently in 
the survey was the importance of the student teacher's role in the school outside the 
classroom. The "informal" interactions that student-teachers had with both students and 
colleagues in the lunchroom, teachers' lounge, copy room, hallways, and athletic field 
seemed to play an important role in how the student-teacher felt about the school 
community. There were references to "getting to know the kids better" and "feeling like a 
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real teacher" that illustrate the importance of informal interactions. This is certainly an 
area to be considered for further study. 
Methods of Instruction 
One section of the survey addressed the different styles of instruction that student 
teachers planned to use and did use. The following section displays the changes from the 
beginning of the semester to the end of the semester in classroom instruction choices. 
Project Based Learning 
In presenting the survey results, one finding indicated that after the student 
teaching experience more respondents reported using project-based learning than the 
results of the initial survey had originally anticipated. Nearly half (48%) the student 
teachers said that this was their most often used method of teaching compared to only 
28% at the beginning of the process. This is most likely attributed to the combination of 
increased skill and knowledge in planning lessons and the confidence that developed as 
student teachers inherited their own classes and utilized their knowledge in educational 
methodology. 
Use of Project-Based Learning 
■ Beginning of Student 
Teaching 
■ End of Student 
Teaching 
1 
Figure 5: Use of Project Based Learning 
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Lecturing 
Although in some cases respondents reported that lecturing would be their desired 
method of instruction before the process began, very few respondents chose lecturing as 
their main method of instruction in the final survey. There was a strong sentiment 
expressed however that people felt unprepared to lecture and that when they did 
experiment with lecturing, the results were often mixed. This topic would be considered 
an area for future discussion when assessing the university teacher education program. 
Use of Lecturing 
■ Beginning of Student 
Teaching 
■ End of Student 
Teaching 
Figure 6: Use of Lecturing 
Survey Summary 
This study supports the idea that the reality of the modern classroom dictates that 
appropriate methods of instruction must be combined with thoughtful classroom 
management techniques to engage students. Lecturing at length to students as a passive 
audience seems to disengage the students from the learning experience and often creates 
a series of behavioral issues that serve to further disrupt the learning process. The results 
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of the survey and classroom observations both support the view that experiential learning 
through hands-on activities and group projects engage the students much more actively in 
the process of learning and knowledge acquisition. There certainly is a productive role 
that lecturing plays in the role of knowledge acquisition but it can be argued that 
education today is often more productive with more interactive and innovative 
approaches to instruction. 
Increased emphasis on standardized testing, especially what are considered ’’high 
stakes tests" also was a factor as student teachers expressed confusion regarding their 
roles in the assessment process. There were many references to the lack of clarity that 
was felt regarding testing, grading, and preparation for assessment. These results varied 
by school but certainly reflected the confusion that often results from large scale reform. 
What has been most rewarding? 
■ Relationships with Students 
■ Helping Students Succeed 
□ Professional Growth 
□ Enjoyment of Subject Matter 
■ Other 
Figure 7: What Has Been Most Rewarding 
Written Responses 
The final part of the survey and certainly the most personalized component was 
the written section where the student teachers first anticipated what they would find most 
challenging and most rewarding, and then at the end what they did find most challenging 
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and most rewarding. In both the introductory survey and the concluding survey, 
classroom management was rated as a top concern. After numerous observations of 
teachers in the classroom and many classroom discussions it is clear that without 
successful classroom management it is extremely difficult for teachers, especially 
inexperienced teachers, to meet with success in the classroom, without solid skills in this 
area. 
Other noteworthy responses in the written portion of the survey were the 
responses to what student teachers will find/did find most rewarding about the 
experience. There was very little change in this area from the beginning to the end of the 
process with the overwhelming, nearly unanimous answer that making relationships with 
students was the most important aspect followed by helping students succeed, then 
growing as a teacher/person, and finally, enjoyment of subject matter. 
Making the transition to student teaching became more of an issue once the 
experience was under way, with challenges in areas of assessment, faculty relationships, 
beauracracy, lesson plan preparation, and finances. Of the student teachers who 
participated in this study, two topics that came up most after classroom management, was 
college class obligations (portfolios, papers, etc.) and the realities of the job market. 
Financial stability and the job search became extremely stressful factors in many peoples' 
lives. Time management interestingly enough seemed to be more of a concern in the 
early stages of the process. Whether this means that it was less of an issue as the year 
went on or whether it became accepted as a part of the process remains unclear. This too, 
could possibly yield valuable information in further study. 
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There were a number of comments about the importance of making individual 
progress with a student and there were many teachers concerned with the importance of 
making an impact on students' lives. It is clear that at least with the student teachers that 
participated in this study, it is the interpersonal aspect of the profession that seems to 
bring the most satisfaction to the experience. 
In summary, the survey portion of this study provided this researcher with candid, 
honest feedback about student teacher's experiences in the classroom, their concerns and 
suggestions, and an insight into the emotional and cognitive challenges that student 
teaching often presents. The two most significant findings in terms of their consistency 
were the number of new teacher candidates who were concerned with their knowledge 
and ability in classroom management and the number of respondents who cited 
relationships with students as atop reason for their involvement in education. 
Interviews 
The next component of this research has been in-depth interviews with 8 student 
teachers in history and social studies. Both middle school and high school student 
teachers were interviewed, four males and four females. The interview questions 
(Appendix E) discussed motivations, educational philosophy, frustrations, successes, and 
focused on the difficult choices that student teachers must make. The information that 
was attained has been organized by themes into the following areas: teacher training, 
school setting, educational policy, teen culture, and personal experience and personality. 
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Teacher Training 
The first theme, teacher training, considers teacher education (methodology, 
lesson planning, classroom management, subject knowledge and experience in 
pedagogy.) This theme could be considered the foundation of educational theory and 
practice. Most student teachers seemed to consider their education and teacher training 
adequate but there were certain areas that deserve to be discussed as we consider 
continually improving or reforming teacher education. 
One teacher training factor that was mentioned repeatedly during the interviews 
was the importance of classroom management in establishing oneself as a successful 
student teacher. There were a number of comments made in reference to the need for 
increased emphasis on classroom management during the teacher education program. 
This comment from Susan, a student teacher in a suburban high school, was 
representative of many of those interviewed: 
I feel like I was well prepared to student teach in many areas. What I don’t 
understand is why I never had any training in classroom management. It seems like such 
an important part of teaching how can it not be a priority? Don't get me wrong, I learned 
so much that helped me out.. .1 learned teaching methods that really work and learned a 
lot about my subject but as for how to manage a class? I just didn’t feel prepared. 
Another comment from Jed, a high school student teacher explained his concerns 
this way: 
I would say that one thing that I have learned is that classroom management 
comes first and learning comes second. It has to be that way otherwise you can’t really do 
anything successfully. The way I approach it is that you need to 'corral' and then you can 
'inspire'. Control is the key... 
Another teacher training topic frequently addressed during the interviews was the 
portfolio process that has become an integral part of the state licensing process. The 
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student teachers are responsible for presenting their educational philosophy, lesson plans 
and evidence of their use and understanding of the state frameworks within a required 
portfolio format. This proved to be a frustrating experience for many student teachers. 
David, a male student teacher from an urban middle school settings revealed: 
I feel like this portfolio thing is pushing me over the edge. I am working for no 
money, I am tired all the time, the kids are great but take so much energy, and between 
lesson planning and learning the background information for the classes I am teaching, 
creating a quality portfolio is becoming a real burden. 
Virtually all participants expressed an understanding in the value of the portfolio 
process and nearly all of them were satisfied with if not proud of their final portfolio 
product but there was unquestionably significant impact that the portfolio seemed to have 
on many candidates. 
School Setting 
The second theme, school setting, considers the site of the actual student teaching. 
This includes the make up of the school, the administration, colleagues and the 
cooperating teacher(s), and anything unique to that school. This was determined to play a 
predictably large role in the experience of student teachers. Understanding the 
disciplinary procedures seemed to be relatively easy but repeatedly respondents 
expressed frustration with consistency in the school and a lack of support from 
administration. Many respondents felt that administrators did not seem to be available or 
were ineffective in dealing with disciplinary issues. Nicholas, working at an urban high 
school offered. 
They [the administration] say one thing and do another. My first day I saw two 
kids sent to the principal for misbehaving and they just came right back in ten minutes. 
That doesn't seem supportive... 
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This was not true in all schools but it certainly was an issue to be considered in 
many student teaching sites. 
Another area of concern that was discussed with some frequency was adjusting 
to different class sizes. Respondents often expressed frustration that they were 
uncomfortable adjusting from small classes to large classes and indicated that classroom 
management should include more emphasis on teaching to large groups of students. Said 
Gary, a high school history teacher, 
All of a sudden I have 24 kids in front of me who don't seem to be happy to be 
there. There are kids half asleep, some are talking or flashing gang signs, and I have four 
kids with I.E.P.s [Individualized Educational Plans] who need individual instruction. I 
was not ready for that... 
There was also consistent reference to the school's assessment methods and what 
seemed to work best. Nearly all participants expressed concern with their confidence in 
maintaining their teaching methods and feeling confident that they were at the same time 
best preparing their students for success on standardized testing. One middle school 
teacher candidate shared that, "It's like we are taught one thing about what is important in 
teaching and then have to prepare for these big tests. I felt like I was misled.. .or at least 
not well prepared." 
There were concerns with the increased use of block scheduling and what that 
meant to their lesson planning. At least three participants mentioned the challenges that 
they encountered when they were faced with block scheduling. There was also frequent 
mention of students on I.E.P.'s (Individualized Educational Plans) and how this impacted 
their student teaching experience. 
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A troubling aspect of education that the data revealed was the ineffectiveness or 
under-performance of certain teachers. One male student teacher, Evan, who was in an 
urban school setting had grave concerns about the effectiveness of his teaching 
colleagues. He expressed his concern during an interview this way: 
My cooperating teacher is very skilled, helpful and friendly but many of her 
colleagues are none of these things. I have found some teachers to be unskilled, uncaring 
and lacking in motivation. Many teachers here seem to be overwhelmed by the task at 
hand and not very happy to be where they are. Some seem to genuinely dislike their 
students and the profession in general. 
This type of response while not typical was echoed by another male teacher in a 
suburban school setting: 
Some of the teachers in my school are ridiculous. It seems like they are just 
waiting to retire. They don't have lesson plans, they don't try to teach, they don't even 
want to get out of their seats. I just ignore them and they ignore me but the students are 
the ones that are losing out. 
These are the type of situations that help make the argument for increased 
emphasis on teacher assessment and teacher performance incentives. In both these cases, 
the student teachers remained undaunted in their conviction to remain in the field of 
education and confirmed that these cases are the more often the exceptions rather than the 
rule. 
The general consensus of the teachers involved in this study was that the triadic 
relationship between the student teacher, the cooperating teacher, and the university 
supervisor was often the most important factor in determining their effectiveness in the 
classroom. There were many references to the support and guidance that university 
supervisors offer. Susan said, "It was like she knew what I was thinking. She was 
experienced and this really helped me out. She was great." But other experiences were 
not as positive. One high school student teacher when asked how her relationship with 
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her supervisor affected her experience said, "She really didn't help me at all. None of her 
comments explained what was good or bad and I was often frustrated." Another female 
participant in an urban high school said, 
My supervisor came in, observed a lesson that I co-taught with my cooperating 
teacher and then preceded to give feedback not only to me but to my cooperating 
teacher. ..and it was pretty harsh! I thought it was out of line and my cooperating teacher 
seemed to lose all respect for the supervisor. 
This reaction typifies a small but vocal section of the participants. It is clear that 
qualified, directive feedback from university supervisors is highly sought after and that 
training for potential supervisors needs to be an integral part of the process. 
The experience with the cooperating teacher was also crucial in the success of 
many new teacher candidates. Nearly all responded that their relationship with their 
cooperating teacher was positive which made the experience much more enjoyable but 
those who expressed frustration or disappointment with their cooperating teacher seemed 
to be affected disproportionately by the experience. One male participant from a 
suburban high school explained it this way. 
My cooperating teacher was a joke. She turned me off to the whole experience at 
first because she didn't like the kids, she didn’t like teaching, and she didn't help me at 
all. I guess in the long run it worked to my benefit because I became much more 
independent and nobody really bothered me. 
Another female middle school participant responded. 
We just didn't hit it off. Our styles clashed, our personalities clashed, and we 
bugged each other. We finally reached a middle ground near the end of the semester and 
she actually started asking to use my lesson plans but it was never a comfortable, 
supportive situation. 
Many respondents expressed frustration over the lack of independence they 
experienced. One male respondent in a suburban high school summed it up this way, 
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I can't wait to have my own classroom! I am so sick of trying to do my own thing 
in somebody else's room. My cooperating teacher is always at her desk and throws in her 
two cents any time she feels like it. It is so limiting! 
In general, the relationship between the student teacher and the cooperating 
teacher is a delicate situation that is impacted by many factors, including teaching style, 
personalities, age and experience, and possibly most instrumental, a clear understanding 
of the responsibilities involved in the timing of letting student teachers take over classes. 
Other school setting issues that were discussed were how teachers and colleagues 
communicated with each other, the benefits of extra duties or informal time with students 
like lunch or recess duty, and the difficulties that developed by not having one's own 
classroom. Transporting files and books from room to room was often mentioned as a 
stressful component. There was also frequent mention of unexpected interruptions during 
the day that impacted the experience of student teachers. Field trips, suspensions, 
announcements, and visitors to the classroom were some of the elements of distraction 
that concerned respondents. 
Educational Policy 
The third theme that developed will be called educational policy. This includes 
factors that are imposed on schools from higher authorities. Issues of budget limitations, 
increased emphasis on standardized testing, and educational supplies and materials are 
included in this area. This affected virtually every student teacher that was interviewed or 
participated. Many respondents shared stories of having no books or supplies, there were 
a number of stories about teachers being laid off, and it is fair to say that there was 
guarded optimism as these student teachers prepare to find positions of their own in a 
challenging education environment. 
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Virtually all respondents also expressed some level of concern in the growing 
emphasis on standardized testing and the effects that this had on their lesson planning and 
educational philosophy. Here is a sample of some of the comments made about 
assessment and test preparation: 
I was really surprised with the emphasis that my cooperating teacher put on 
preparing for the MCAS. We even had MCAS "prep books" and "MCAS time." She said 
This is what your families voted for and this is what we have to do.’ I guess it's necessary 
but then we just rush through the middle ages and the whole Renaissance and the kids 
missed out on so much. It doesn't seem right... 
Another concern from a high school student teacher in a US history class: 
What gets me is that we are taught how to teach but then the whole feeling at the 
school is that doing well on the MCAS is the most important thing. It's weird.. ..It's 
almost unspoken but so real! I felt like I was confused about the goals of the school... it 
is just taken for granted now that this test is a priority. 
Teen Culture 
The fourth theme that arose will be titled teen culture. This is perhaps the area 
that seemed to impact student teachers most consistently across all school districts. Many 
issues were discussed by respondents that fit into this category and in considering 
changes in teacher education, this is certainly an area that needs to be examined carefully 
and seriously addressed. Many issues that impacted student teachers could be considered 
issues of a non-educational nature. There was much discussion about popular teen culture 
and its impact on the learning environment. Some of the topics discussed were clothing, 
language, treatment of others, medication, and lack of motivation in the subject. 
Susan shared a humorous interaction where she overheard a discussion in class at 
the end of one of her lessons on the democratic process. 
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One student expressed in excitement, I can't believe that happened! It's all because 
not enough people voted! People have to understand that their vote counts or this kind of 
stuff will happen!" As I smiled to myself thinking that I had at least reached this small 
group of students during my lesson, their discussion continued and I soon discovered that 
what they were upset and frustrated about was that one of their favorite artists had been 
voted off of the popular reality television show, American Idol. What a letdown! 
There were also many concerns about students' treatment of each other. Both in 
the classroom and in the hallways some student teachers expressed concern with their 
observations of student interactions. Whether it was swearing, name calling, teasing, or 
bullying, many student teachers were upset by inappropriate behavior of students. The 
unsettling behavior was often compounded by the student teachers' uncertainty about 
what role they should play. Judy, a high school student teacher in a suburban school was 
horrified by some things she saw; 
Just walking in the hallway, guys are using the "F" word in every sentence, I 
watched one guy smack the butt of his girlfriend, and people are ganging up to tease this 
nerdy guy. What am I supposed to do? When am I supposed to step in? Every time I see 
something? Other teachers are walking by and some are even laughing... I felt like I 
should go home and take a shower... 
There were also physical altercations and fights that student teachers felt 
unprepared to deal with. There were fights in classrooms, fights in hallways, and fights 
after school. There was a wide range of reasons given for these altercations and the 
student teachers felt unprepared to deal with them but there was a constant sentiment of 
frustration expressed. Stephen in an urban high school said, "The kids in my school fight 
almost daily because of their ethnicity. The darker your skin the more weight you carry... 
Everybody wants to prove themselves..." Another male teacher, Aaron from a suburban 
high school related a story where two girls in has class just started swinging at each other 
and swearing. 
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I was at the board and I turned around and one girl was holding another girl by the 
hair and trying to smash her face. I ran over to break it up and they pulled me into the 
hallway and then a security guard stopped it, took her away and I never saw that girl 
again. I still don't know what they were fighting about... 
There are many aspects of teen culture that change dramatically from year to year. 
It certainly seems in the best interest of student teachers and educators to delve into teen 
culture and its rapidly changing components to better understand what motivates and 
inspires teens. This can only serve to make the educational process more successful. 
Individual Experience and Personality 
The fifth and final theme that has emerged will be called individual experience 
and personality. This area includes the experience and makeup of the individual student 
teacher. It includes educational philosophy, values, work ethic, previous experience, and 
effectiveness as an educator. 
When participants were asked what motivated them to be a teacher, at least half 
mentioned a family member or close friend that was a teacher that had inspired them. 
"My mom is a teacher and I just grew up around education. I guess I felt like I always 
knew I would be a teacher." Or "I love kids and I love history so I just sort of fell into it." 
These responses were balanced against comments like, 
"I'm not really sure why I want to teach...I was first motivated when I was able to 
spend time traveling and exploring places, people, books, etc. on my own. I realized that 
there was tremendous power in education. I reflected on my life thus far and found that I 
had learned from many experiences both good and bad. I feel I can steer adolescents from 
those same mistakes..." 
The proximity of age and similar interests between students and student teachers 
can often lead to encounters at concerts, typical youth activities, or random meetings. At 
least three participants expressed concern about meeting students in non-school settings. 
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"I like to skateboard but I feel like I can't go to the park [skateboard park] any more. I 
don't want to run into my students and I know some hang out there.” Another teacher 
said, "I like to go to concerts.. .and I know the kids like the same music I do so I make an 
effort to go to venues far away from here so I don’t have to deal with it..." Most of these 
concerns worked themselves out after the student teachers gained the experience and 
skills to manage uncomfortable situations but the concerns were valid and should be 
addressed on some level. 
Overall, these interviews proved to be informative, educational, and fascinating. 
They offer a unique perspective into the complexity of the decision making process that 
teacher candidates face each day. 
Seminar Feedback 
This section includes the feedback from approximately 100 history/social studies 
student teachers over four years of seminar discussion. These seminar discussions met 
once every two to three weeks over the period of the student teaching semester. 
Following is a summary of the notes taken during these meetings. In some cases, 
pseudonyms were used to protect the privacy of the participants. Since the notes reflect a 
semester of growth and process the data is best understood in three phases; beginning, 
middle, and end. 
Beginning of Student Teaching 
In the beginning of the student teaching process, many of the issues that arise 
could be described as "initial shock" as student teachers realize the realities of their 
school. " Said Jennifer at a suburban high school. 
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I was stunned.. .there were not enough books for the kids, they were allowed to 
dress like hookers, and the language I heard was...unsettling to say the least. I felt out of 
place and wasn't sure what I should say to anyone... 
Two comments that typified common experiences in the early days of student 
teaching were "There just is a lack of supplies at my school. Not enough books for each 
student? How can this be possible in this day and age?" and "They had to lay off two 
teachers today. There is no one to teach these kids now so they just go to a study hall. It's 
pretty sad..." The economic condition of many schools continues to be critical with no 
relief in sight for the near future and these budgetary concerns were often a topic of 
discussion in the seminar meetings. 
The first few weeks of student teaching also saw issues emerge that are related to 
policies of the school. Many student teachers shared concerns that their school had rules 
that didn't seem to be enforced. They often became aware immediately that methods for 
school discipline or stated procedures varied greatly from philosophy to practice. This is 
also the time when the relationship between the student teacher and the cooperating 
teacher is established. In most cases these relationships were very productive and 
optimism reigned but there were certainly cases when student teachers shared frustration 
or concern with the way that it looked like the relationship was going. 
Another area that was frequently discussed in the early stages of the semester was 
the set of challenges that specific school scheduling presents. Block scheduling has 
become more common as school schedules reflect an attempt to have longer blocks of 
time devoted each day for each subject which often results in rotating daily schedules. 
There were both benefits and concerns presented with these schedules but in general the 
focus of the discussions were often about lesson planning for 100 minute classes (rather 
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that 50-60) and the confusion that a rotating schedule presents to those unfamiliar with 
the schedule. 
Overall, the beginning of the student teaching process was a period of bright 
optimism, great energy, wide-eyed realization, and diligent patience as student teachers 
adjusted to their new roles in a strange environment. 
Middle of Student Teaching 
There were consistent themes as student teachers approached the middle of their 
student teaching semester. This was the period when it became clear how the dynamics of 
the relationship with the cooperating teacher were going to impact the student teaching 
experience. The relationship could be termed productive or functional or in some cases 
unproductive. It was during this period when student teachers generally established a 
strategy that would allow them to continue in the most functional maimer. A major 
concern in many cases was the timing involved in taking over classes. Some student 
teachers were expected to teach their own classes right away while others felt restricted 
as they sat to observe the cooperating teacher for a number of weeks. 
This was also the period when most student teachers realized the importance of 
their relationship with their university supervisor. Some expressed frustration in the 
amount of communication necessary to schedule observations and meetings while others 
communicated that they had had very little communication which was often troubling. 
This was also when there was a good deal of discussion about the observations 
themselves and what formats seemed to be most productive and least intrusive. 
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As student teachers began to take over their own classes they became increasingly 
aware of the importance of successful classroom management techniques. Many student 
teachers expressed frustration in their lack of training in this area. One frustrated male 
teacher from a rural high school remarked, "If you don't have control of the class you 
don't have nothin'." This topic has certainly emerged as a potential area for improvement 
in the teacher education program at the university level. 
Other issues that began to surface and became points of contention or discussion 
were the students' treatment of each other (teasing, harassment, racism, etc.), issues 
related to effective learning (classroom interruptions, lack of motivation, learning 
challenges, spring fever/senioritis, etc.), and the increased emphasis on test preparation as 
it impacted productive class time. 
There were also stories of uncomfortable interactions with other teachers that 
inhibited successful instruction. Some student teachers experienced unfriendly encounters 
with colleagues, others were shocked at the resistance they encountered when they asked 
for assistance or supplies. These experiences were the exception rather than the rule but 
they do represent a substantial challenge in some cases. 
There was also a common acceptance of the systemic problems currently facing 
education today. The initial "shock" at the condition of public schools in general was 
replaced with a discouraged but hopeful optimism as the scope and depth of the situation 
became clearer. Student teachers reported widespread apathy in many schools toward the 
subject matter and lack of motivation was noted in nearly every school. Yet, there was a 
consistent theme of perseverance among the student teachers as they realized that in most 
cases they were the educators of the future that might stem this rising tide of disinterest. 
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In general, the middle period of student teaching was one of growth and 
realization. Some student teachers had situations that were uncomfortable and limiting 
while others were fortunate to end up in situations where everything seemed to work 
/ 
smoothly. 
End of Student Teaching 
By the last few weeks of student teaching many themes emerged that were related 
to the difficulty in maintaining a high level of energy. A common topic was burnout and 
ways to avoid it. The reality of a job search, work in other university classes, and the 
ongoing challenge of creating and maintaining an impressive portfolio became a 
combination of uncomfortable stress in many cases. There were many mentions of the 
financial burden of working full time without the salary and the hardships that this 
created. 
This was also the period when student teachers began to understand their teaching 
styles. They could reflect upon what had been successful and what needed improvement. 
They generally had established functional methods of classroom management and learned 
to manage their time but there was an even deeper understanding of the importance of 
being skilled in classroom management and using time wisely. This is when the seminar 
was most productive as people shared their methods of success in reaching students. 
This last part of the semester also was consistently the best time for productive 
discussion regarding overall systemic and university concerns. The effectiveness of the 
university supervisor was often discussed as an area for improvement. Suggestions 
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ranged from better training for supervisors to the possibility of establishing new systems 
that emphasized the relationship between the supervisor and the cooperating teacher. 
It was at this point in the semester when the discouraged but hopeful optimism 
regarding the state of education was often replaced with a sense of bitterness or head 
shaking acceptance. Student teachers often questioned their commitment to teaching or at 
least their preconceived notions of what it meant to be a quality teacher. Nearly all 
restated their commitment to continue teaching and in some cases expressed an even 
greater understanding for the need to have committed young agents of change like 
themselves in the schools. 
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CHAPTER 5 
SUMMARY OF STUDY 
Educational reform remains a complicated and controversial endeavor. Most 
attempts at policy reform meet a series of difficult challenges but public education has 
historically been extremely difficult to change. This paper has attempted to place a frame 
of historical perspective around educational reform and has explored in some depth, the 
most recent significant reform, the No Child Left Behind legislation of2002. Then using 
feedback from student teachers in the field of history/social studies, research data has 
been compiled that suggests specific areas where these student teachers believe changes 
should be made in both the system of public education and in the teacher education 
component of university teacher training. 
Using interviews, surveys, and results from seminar meetings over a four year 
period, a great deal of information has been compiled that offers a unique perspective on 
public education in Massachusetts. This feedback, much of it in the voice of student 
teachers, paints a picture of the dichotomy that is frequently the reality of public 
education. On one hand these young educators are excited to be moving on to the next 
stage, ready to share their newly found wisdom and skills in the classroom and to 
establish relationships with young people. Yet on the other hand, there is often great 
frustration and disappointment as they realize that the challenges that lay before them 
may restrict them from realizing their goals and objectives. Their feedback, given openly 
and freely, gives clear direction in a number of areas where improvements might be 
made. To summarize the results of this research, the findings will be discussed with two 
objectives in mind; improving teacher education and improving public education. 
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The first objective is to continually improve and update the university teacher 
education program. As new teacher candidates are taught how to prepare for their 
teaching careers, curricular adjustments within the teacher education program could play 
an important role in their success. The findings from this study that relate to teacher 
education will be presented in this section with sub headings in individual 
experience/personality, teen culture, and school setting. The second objective is to 
examine and make suggestions as to what aspects of public education have the greatest 
potential for reform or improvement. 
Based on student teacher feedback, we will look at areas at potential areas where 
improvement might be made in the area of teacher training. Some very specific themes 
emerged during this study which appeared frequently in all three methods of research. 
While the student teachers who participated in this study consistently responded that they 
felt reasonably well prepared to teach, there was consistent feedback that indicated 
aspects of the teacher training process with which they expressed frustration or 
dissatisfaction. 
Classroom management training - Many student teachers expressed concern that 
they felt they had received little or no formal training in classroom management. This 
was considered a liability as they inherited their own classes and often had to struggle 
with learning classroom management theory as they experimented with different 
approaches. Considering the crucial role that controlling the class plays in a teacher’s 
ability to instruct productively, it follows that some adjustment to the university teacher 
education program should be considered to better prepare teachers in this area. One 
aspect of classroom management in particular that was frequently mentioned was the 
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ability to adjust to large class size. It was implied in many discussions that this concern 
could be met by incorporating classroom management more directly into lesson planning 
methods or in other aspects of teacher training. 
Lecturing skills - While the majority of the student teachers that participated in 
this study indicated that lecturing was not a main method of instruction, there was also 
concern expressed that they felt unprepared to lecture. There were often times when 
student teachers found it necessary or were expected to lecture to the class and found they 
were not as productive as they felt they should be. It would therefore be beneficial to at 
least introduce basic lecture skills, perhaps combined with more interactive methods of 
instruction. 
Alternative Assessment - As emphasis on assessment continues to focus on 
testing it is certainly necessary for teaching candidates to continue learning how to 
prepare students for tests and create tests. But continuing to teach student teachers how to 
assess for progress in alternative ways has now become an objective that needs to be 
emphasized. As discussed in Chapter 2, many models of authentic assessment have been 
tried successfully including review models which take into account equity in resources, 
economic differences, and demographic comparisons. This model can include use of 
standardized tests in conjunction with additional sources of information and perhaps to 
test literacy and numeric skills. The use of school reports has also been suggested as a 
way to assess student progress and to accommodate the community by reporting 
outcomes by race, gender, income status, special needs, and English proficiency. 
Consideration should also be given to portfolio based assessment as a component 
of performance based assessment. With performance based assessment, exams are given 
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which emphasize performance tasks like essay writing, conducting experiments, or oral 
presentations to demonstrate knowledge. Using third party evaluators to assess progress, 
the work then becomes part of the student's portfolio and part of the school's continuing 
curriculum. An extension of this process would be the use of proficiency exit standards 
which utilizes a combination of portfolios, performance exams, and possibly standardized 
tests to assess subject proficiency thereby gaining approval for graduation or grade 
matriculation. One last component to this type of assessment could be the use of 
exhibitions to display student work. Exhibition presentation has proven to considerably 
increase student involvement and active learning. 
As we move to school setting, teacher training plays a lesser role. School setting, 
where the student teaching is done, is in most respects, unrelated to teacher training. This 
influence was somewhat minimized by the fact that the majority of student teachers were 
at the school for a relatively short and temporary time however, certain factors were 
discovered to be quite instrumental in establishing a successful student teaching 
experience. One factor that developed that could be addressed in teacher training is the 
development of interpersonal skills that would benefit the student teachers in their 
relationship with cooperating teachers and university supervisors. Strong inter-personal 
skills were determined to be very valuable not just in establishing relationships with the 
students but with other adults (colleagues, cooperating teacher, and college supervisor.) 
In fact, establishing a positive relationship with both the cooperating teacher and the 
college supervisor emerged as a key factor in the overall success of the student teaching 
experience. Other factors considered in this sphere were educational philosophy, personal 
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values, general life experiences (including educational experience), and interest in subject 
matter. 
The area or sphere of individual experience and personality takes into account the 
personal history and experience of each student teacher. This area understandably varies 
a great deal from teacher to teacher but there were some very solid themes that 
developed. For instance, nearly all student teachers that were involved in this study had 
what could be considered outgoing personalities. The willingness and ability to stand 
before a class and speak or instruct was a trait that certainly seemed to be related to 
student teaching success. Any aspect of teacher training that encourages progress in 
public speaking and confidence will undoubtedly improve the student teacher's chance of 
success. 
Teen culture, the next area or sphere to examine is directly related to the concerns 
about relating to students in a relevant way. This is an area that affected the student 
teachers both directly and indirectly. Understanding teen culture is an area that is 
currently not a formal component of teacher education. Many of the student teachers 
involved in this study responded that it was difficult to 'reach' their students and to 
motivate them to learn. While many of these student teachers could be considered young 
and were often fairly close in age to their students, this lack of understanding or social 
disconnect developed into a major point of discussion. What often concerned student 
teachers was their inability to connect with students as they presented their lessons. There 
were many references dealing with the students' reactions to the relevance of the lessons. 
Results of this study indicate that any attempt to make lessons relevant to students' lives 
showed dramatic improvement in both interest and performance. 
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The results of this study have clarified the necessity to include more emphasis on 
who a teen-ager is and what interests a teen-ager has. There is little doubt that a better 
understanding of the students can lead to increased motivation to learn. 
The final area or sphere to be examined is the area of educational policy. The two 
factors of educational policy that have emerged to most significantly impact the 
classroom experience are legislation and finance. In terms of how teacher training could 
prepare new teaching candidates to succeed in situations impacted so seriously by these 
factors, it is difficult to anticipate exactly what challenges they might face. This paper has 
attempted to explain what impacts the combination of reduced resources and increased 
emphasis on testing have had on new teacher candidates’ experiences in the schools. As 
integral members of a democratic society it is our responsibility to be informed and 
educated as we discuss the reform of public education. 
The No Child Left Behind Act of 2002 is the most inclusive, ambitious legislation 
yet to impact public education. While well intentioned, the NCLB Act has many 
components that could potentially have long lasting and harmful effects on the future of 
public education in the United States. Proponents of NCLB legislation hope that with 
increased use of standardized testing as a means of assessing student progress, higher 
stakes incentives based on these test scores will motivate students, teachers, and school 
districts to improve their performances which will in turn improve the overall educational 
system. 
Those concerned with the effects of this legislation argue that increased emphasis 
on testing and test results misdirects the educational system away from substantive 
learning by encouraging an educational philosophy that considers test preparation and 
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test results its primary objectives. This marks a drastic shift in emphasis as student 
involvement and active learning give way to increased test preparation activities. There 
are serious concerns about the future of these trends. 
There has been much fanfare about the quality reform that NCLB stands for; 
specifically accountability, flexibility and local control, increased parental choice, and 
emphasis on scientifically based research. Much of this reform involves state educational 
standards and the standardized testing of students. While there are many people pleased 
with the results of this reform, there has also been a great deal of criticism about its 
consequences and potential outcomes. 
What seems clear is that there is growing public concern from educators about the 
increased emphasis on standardized testing as the primary method of assessing student 
academic achievement. With this increased emphasis on standardized testing, the public 
educational curriculum is being altered both directly and indirectly. Increased emphasis 
on testing leads to curriculum design that emphasizes performance on tests. It is this shift 
in curriculum design that is becoming more significant. Tyler (1950) identified four 
questions to be addressed by curriculum developers: (a) What educational purposes 
(objectives) should schools seek? (b) What educational experiences can be provided 
which are likely to attain these purposes? (c) How can these experiences be most 
effectively organized? And (d) How can we determine whether these purposes are being 
attained? Dressel (1965) described curriculum planning similarly; (1) curricular 
objectives, (2) learning experiences, (3) organization of these learning experiences, and 
(4) evaluation of their impact on students. Both consider the educational objectives of the 
institution paramount before planning, organizing, or evaluating progress. 
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What educational purpose (objectives) should our schools seek? We have state 
and national frameworks (standards) by which to guide our instruction but don't we need 
to include a wider range of standards? Shouldn't stated goals for schools be to create 
productive members of society and valuable contributors to the political system? Don't 
we want to have intrinsically motivated members of our community who believe in 
intellectual exploration and possess critical thinking skills? 
We must not focus solely on the official curriculum as we consider reform but 
must address what is missing from the official curriculum. The emphasis on testing and 
the tracking of students combined with the changing nature of teen culture (what one 
writer calls "the hostile hallways") is proving to impact the progress of each student's 
growth as much, if not more, than the stated curriculum. Since it is hard to quantify or 
calculate character or moral development, increased emphasis on student assessment does 
very little to address character or morality. We aim to educate our youth to become 
productive participants in a democratic society yet we often fail to provide the setting and 
opportunities that contribute to this end. Gone is the sense of commitment to community. 
Missing is the drive to understand the state of the world today. 
These concerns should be considered seriously each time we scan the pages of the 
newspaper for MCAS results and rankings, each time we read that teachers are being laid 
off, or that programs like art, music and sports are being cut or eliminated. Each time we 
vote for politicians involved in educational reform, we need to seriously consider our 
priorities and make sure that we know what we are voting for. 
Proposal fo^^Mmuation of Seminar Instruction 
It has become clear that a support group, like the university’s 510 subject matter 
seminar, plays a vital role in the processing and problem solving of student teachers as 
they make crucial choices in their student teaching process. Suggestions for this seminar 
based on the this research are as follows: 
1. Preparation for the role of student teacher 
Student teaching involves many factors that are different than regular full time 
teaching. These factors should be well presented in advance as new teacher candidates 
prepare to assume the role of student teacher. 
■ Combining classroom management training with instruction in teaching 
methods would establish a solid background in the overall planning and 
running of a classroom 
■ Human growth and development study (teen culture) 
■ Emphasizing and training in the productive use of the reflective process for 
professional growth (journaling and reviewing daily lessons for ways to 
improve) 
■ Maintaining support groups and networks (seminars, mentoring, etc.) 
2. Preparation for students 
■ Maintain periodic updates related to understanding teen culture and 
development 
■ Discuss the assessment expectations that middle and high school students may 
have 
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3. Preparation for educational policy 
■ Budget limitations 
■ Standardized testing and expectations 
4. Preparation for specific school issues 
■ School culture 
■ Cooperating teacher relationship 
■ University supervisor relationship 
Concluding Remarks 
The following recommendations are being made based on the conclusion of the 
research and analysis of the data from this three year study. They will be presented as 
goals with suggested methods for attaining those goals in both teacher education and 
public education reform. 
Teacher Education 
Goals: To prepare and retain quality educators who can maintain their idealism 
while overcoming frustration and cynicism as budget limitations and increased emphasis 
on standardized testing impact public education. 
Methods: Emphasize the preparation of teachers that includes practical skills 
(lesson planning, classroom management strategy, teaching methods, subject matter 
knowledge, understanding of state frameworks, assessment methods, etc.) mid support 
networks (seminars, mentoring, journals and responses, etc.) There should also be 
training in human development (studying teen culture and growth) and support for the 
portfolio process and the stress that accompanies the end of the year. 
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Public Education Reform 
/ 
Goals: To adapt to challenging legislation that emphasizes assessment based on 
standardized testing and current methods of funding of charter schools. To find creative 
ways to meet the financial challenges that plague public schools while continuing to try 
to improve the quality of instruction. 
Methods: Actively participate in a political process that increases funding to 
public schools and supports educational initiatives that include "authentic" and alternative 
methods of assessment while limiting "high stakes" testing. Encourage curriculum design 
that at least includes, if not emphasizes, the natural growth of children and child centered 
education that allows children to develop their natural strengths and interests including 
appreciation of nature and their roles as members of the global community. 
Recommendations for Further Research 
There are numerous opportunities to further explore the process of student 
teaching. Using surveys and interviews to maintain current awareness on issues as they 
impact new teacher candidates will certainly be useful. Also informative, would be 
responses from students as to what they think about school and specifically, how they 
might describe their interactions with student teachers. There is also a great deal of 
research that still needs to be done on standardized testing and its impact on students and 
education in general. Lastly, any research that includes a critical examination of the 
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current economic condition of education today and the public policy that determines this 
condition is certainly worthy of consideration. 
Conclusion 
Educational reform continues to meet difficult challenges and it has become 
vitally important to maintain focus on closing the achievement gaps that continue to grow 
in public education. We have looked at specific concerns with the NCLB reform and 
have examined a number of concerns related to standardized testing. There have been 
some viable alternatives to standardized tests offered, primarily utilizing various 
combinations of alternative assessment. We have discussed the social and economic 
inequalities that plague our schools. 
Standardized testing, especially "high stakes" testing, emphasizes quantifiable 
progress and is intended to help schools, districts, and states assess their own progress 
and evaluate academic performance, but at what cost? The achievement gaps continue to 
widen for the disadvantaged, the poor, the minority students, and those with learning 
challenges. This is not community building but separation by class and ability without 
regard for character or ability. As Linda McNeil (1986) observed, "Measurable outcomes 
may be the least significant results of learning." 
Educational reform is certainly badly needed but as with any major systemic 
change we need to be vigilant about what is impacted by the changes. We need to 
maintain as sacred the wellbeing of our children’s growth. We also need to be willing to 
invest time and energy into continually improving this reform. And lastly, we need to be 
willing to communicate our concerns in a productive manner within our democratic 
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system to encourage the local involvement of teachers, parents and community members 
to maintain the best educational system possible. 
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APPENDIX A 
SURVEY INSTRUMENT#! (2000-2001) 
Andy Hamilton 
University Of Massachusetts 
Educational Research 
Name_ Date_ 
Name of School_ Grade(s)_ 
Time student teaching_ 
Previous educational experience? YES NO If yes, how many years?_ 
As a component of my research on Leadership in Teacher Education, I am 
hoping to gather information from student teachers as they finalize their apprenticeship 
and inherit classrooms of their own. Specifically, I am interested in how the public school 
teaching experience impacts personal educational philosophies. 
Q: At this stage in the process, what changes (if any) have you noticed in your 
educational philosophy? 
Q: What changes to your educational philosophy (if any) might you anticipate based 
on your experience so far? If there have been changes, what factors have 
contributed to these changes? 
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APPENDIX B 
SURVEY QUESTIONS (2002) 
[Introductory Survey Questions—February, 2002] 
1. As you reflect on the first part of your student teaching experience, what one 
thing have you found to be most challenging? 
2. As you reflect on the first part of your student teaching experience, what one 
thing have you found to be most rewarding? 
[Conclusion Survey Question—May, 2002] 
1. As you reflect on your student teaching experience, what one thing have you 
found to be most challenging? 
2. As you reflect on your student teaching experience, what one thing have you 
found to be most rewarding? 
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APPENDIX C 
INTRODUCTORY SURVEY (2002 - 2004) 
A Survey of Student Teachers 
A) Introductory Survey 
Andrew Hamilton 
University of Massachusetts 
School of Education 
ahamilton@bement.org 
Statement of Purpose 
The purpose of this study is to determine what adjustments student teachers make during 
their student teaching period to their educational philosophy, teaching styles, and other 
areas. 
Directions: 
Please give just one answer to each question on this survey that best answers the 
question. 
Thank you for taking the time to answer each question and for helping me gather data for 
a dissertation. 
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Please circle just one letter in response to every question. 
1. Choose one of the following that best describes the method of teaching that you intend to 
use most often during your student teaching. 
a) individualized classroom activities 
b) small group work 
c) large group discussion 
d) lecturing 
e) project-based learning 
f) inquiry-based learning 
g) other:_ 
2. Rate your current level of confidence as a beginning student teacher. 
a) extremely confident 
b) confident 
c) somewhat confident 
d) not confident 
3. Please describe your current level of satisfaction with choosing teaching as a career. 
a) very satisfied 
b) satisfied 
c) somewhat satisfied 
d) not satisfied 
4. How much time per day do you anticipate spending outside the classroom on class 
preparation, grading, correcting, etc.? 
a) One hour or less 
b) One to two hours 
c) Two to Three hours 
d) More than three hours 
5. How would you best describe the setting of the school where you are student teaching? 
a) urban 
b) suburban 
c) rural 
d) combination of above 
6. How would you best describe the relationship that you think you will have with your 
cooperating teacher? 
a) excellent; open, supportive and comfortable 
b) good; professional, helpful, and communicative 
c) fair; uncomfortable and difficult to communicate 
d) poor; unable to work together 
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7. How comfortable do you feel about becoming part of your school community? 
a) very comfortable 
b) somewhat comfortable 
c) not very comfortable 
d) very uncomfortable 
Please fill in the letter that best describes your current level of professional development for 
each of the following (Questions 7-9). 
8. Using a variety of instructional methods including those that increase student interaction 
(for example, cooperative learning, writing, small group work). 
a) excellent 
b) good 
c) fair 
d) poor 
9. Using alternative forms of assessment for evaluating student learning (for example, 
portfolios, interviews, rubrics) 
a) excellent 
b) good 
c) fair 
d) poor 
10. The ability to manage the classroom atmosphere to best facilitate learning. 
a) excellent 
b) good 
c) fair 
d) poor 
11. How well do you feel that your teacher education program has prepared you with the 
information and skills that you think you will need in the classroom? 
a) excellent 
b) good 
c) fair 
d) poor 
12. In general, how prepared do you feel to teach your own classes? 
a) completely prepared 
b) very prepared 
c) somewhat prepared 
d) unprepared 
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13. Do you plan to still be teaching in three years? 
a) yes 
b) no 
Demographic Information/ Personal History 
14. What is your age? 
a) 25 or younger 
b) 26-30 
c) 31-40 
d) 41-50 
e) 51-60 
f) 61 or older 
15. Genders 
a) Male 
b) Female 
16. Ethnicity: 
a) Asian or Pacific Islander 
b) Native American/Alaskan Native 
c) Hispanic 
d) White, Non-Hispanic 
e) Black, Non-Hispanic 
f) Other (please specify):_ 
17. How do you describe the community where you grew up? 
a) Urban 
a) Suburban 
b) Rural 
c) Mix of the above 
18. What type of high school did you attend? 
a) Public 
b) Private 
c) Parochial 
d) Some combination of above 
19. What program are you currently in? 
a) 180 Days 
b) STEP ’ 
c) Other 
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20. Have you passed the Massachusetts Test for Educator Licensure (MTEL)? 
a) Yes 
b) No 
20. What aspects of student teaching do you anticipate will be the most difficult or most 
frustrating? 
21. What aspects of student teaching do you anticipate will be most rewarding? 
22. In what ways do you anticipate exercising leadership in curriculum development, 
instruction, and areas of technology? 
Thank you for your assistance in helping me gather information about student 
teaching and teacher education. 
Andrew Hamilton 
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APPENDIX D 
CONCLUSION SURVEY (2002 -2004) 
A Survey of Student Teachers 
B) Conclusion Survey 
Andrew Hamilton 
University of Massachusetts 
School of Education 
ahamilton@bement.org 
Statement of Purpose 
The purpose of this study is to determine what adjustments student teachers make during 
their student teaching period to their educational philosophy, teaching styles, and other 
areas. 
Directions: 
Please give just one answer to each question on this survey that best answers the 
question. 
Thank you for taking the time to answer each question and for helping me gather data for 
a dissertation. 
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Please circle just one letter in response to every question. 
1. Choose one of the following that best describes the method of teaching that you used most 
often during your student teaching. 
h) individualized classroom activities 
i) small group work 
j) large group discussion 
k) lecturing 
l) project-based learning 
m) inquiry-based learning 
n) other:_ 
2. Rate your current level of confidence as a beginning student teacher. 
e) extremely confident 
f) confident 
g) somewhat confident 
h) not confident 
3. Please describe your current level of satisfaction with choosing teaching as a career. 
e) very satisfied 
f) satisfied 
g) somewhat satisfied 
h) not satisfied 
4. How much time per day did you spend outside the classroom on class preparation, 
grading, correcting, etc.? 
e) One hour or less 
f) One to two hours 
g) Two to Three hours 
h) More than three hours 
5. How would you best describe the setting of the school where you have been student 
teaching? 
e) urban 
f) suburban 
g) rural 
h) combination of above 
5. How would you best describe the relationship that you have had with your cooperating 
teacher? 
e) excellent; open, supportive and comfortable 
f) good; professional, helpful, and communicative 
g) fair; uncomfortable and difficult to communicate 
h) poor; unable to work together 
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6. How comfortable did you feel as part of your school community? 
d) very comfortable 
e) somewhat comfortable 
f) not very comfortable 
d) very uncomfortable 
Please fill in the letter that best describes your current level ofprofessional development for 
each of the following (Questions 7-9% 
7. Using a variety of instructional methods including those that increase student interaction 
(for example, cooperative learning, writing, small group work). 
e) excellent 
f) good 
g) fair 
h) poor 
8. Using alternative forms of assessment for evaluating student learning (for example, 
portfolios, interviews, rubrics) 
a) excellent 
e) good 
f) fair 
g) poor 
9. The ability to manage the classroom atmosphere to best facilitate learning. 
e) excellent 
f) good 
g) fair 
h) poor 
10. How well do you feel that your teacher education program has prepared you with the 
information and skills that you think you will need in the classroom? 
e) excellent 
f) good 
g) fair 
h) poor 
11. In general, how prepared do you feel to teach your own classes? 
e) completely prepared 
f) very prepared 
g) somewhat prepared 
h) unprepared 
94 
12. Do you plan to still be teaching in three years? 
c) yes 
d) no 
Demographic Information/ Personal History 
13. What is your age? 
g) 25 or younger 
h) 26-30 
i) 31-40 
j) 41-50 
k) 51-60 
l) 61 or older 
14. Gender: 
b) Male 
c) Female 
14. Ethnicity: 
g) Asian or Pacific Islander 
h) Native American/Alaskan Native 
i) Hispanic 
j) White, Non-Hispanic 
k) Black, Non-Hispanic 
l) Other (please specify):_ 
15. How do you describe the community where you grew up? 
d) Urban 
e) Suburban 
f) Rural 
g) Mix of the above 
16. What type of high school did you attend? 
e) Public 
f) Private 
g) Parochial 
h) Some combination of above 
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17. What aspects of student teaching did you find the most difficult? 
18. What aspects of student teaching did you find most rewarding? 
19. Additional Comments: (Optional) 
Thank you for your assistance in helping me gather information about student 
teaching and teacher education. 
Andrew Hamilton 
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APPENDIX E 
INTERVIEW QUESTIONS 
Study of the University of Massachusetts at Amherst 
Perceptions of New Teacher Candidates in History/Social Studies 
and the Critical Choices they Face 
. 
Interview Questions 
1. What first motivated you to become a teacher? How has your student teaching 
experience fulfilled those motivations? How has it not fulfilled those 
motivations? 
2. Now that you have some experience teaching, what surprises you the most about 
the teaching profession? 
3. What have been the most difficult choices you have faced as a teacher? Could 
you rank these choices from most difficult to least difficult? 
4. Have you found that your educational philosophy has changed since you started 
the process of becoming a teacher? What changes if any, have you made in your 
teaching methods? 
5. What are your favorite things about teaching? What are your least favorite 
things about teaching? 
6. Do you plan to do anything differently when you take over your own classroom 
as a full time teacher? 
7. What changes if any, do you think should be made to the public educational 
process? 
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APPENDIX F 
INFORMED CONSENT LETTER 
Study of the University of Massachusetts at Amherst 
Perceptions of New Teacher Candidates in History/Social Studies 
and the Critical Choices they Face 
Consent for Voluntary Participation 
I volunteer to participate in this qualitative study and understand that: 
1. I will be interviewed by Andrew D. Hamilton using a guided interview format 
consisting of seven questions. 
2. The questions I will be answering address my perceptions as a student teacher and the 
critical choices I have faced as a participant in the student teaching program at the 
University of Massachusetts. I understand that the primary purpose of this research is 
to identify specific areas that give student teachers difficulty during the student 
teaching process and to attempt to better prepare fixture new teaching candidates. 
3. The interview may be tape recorded to facilitate analysis of the data. 
4. My name will not be used, nor will I be identified personally in any way or at any 
time. I understand it will be necessary to identify participants in the dissertation by 
position and school setting (e.g., a world history teacher at an urban high school 
said...). 
5. I may withdraw from part or all of this study at any time. 
6. I have the right to review material prior to the final oral exam or other publication. 
7. I understand that results from this survey will be included in Andrew D. Hamilton's 
doctoral dissertation and may also be included in manuscripts submitted to 
professional journals for publication. 
8. I am free to participate or not participate without prejudice. 
9. Because of the small number of participants, approximately ten, I understand that 
there is some risk that I may be identified as a participant in this study. 
Researcher's Signature Date Participant's Signature Date 
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APPENDIX G 
EDUCATION 510 SEMINAR AGENDA (2003) 
Session 1 (Feb. 51 Introductions and Statement of Goals 
1. Facilitator Goals 
a) To establish a support and research network 
b) To lead discussions on valuable and timely topics 
c) To facilitate the sharing of classroom experiences 
d) To offer assistance and guidance in problem areas 
2. Discuss specific school settings 
a) handbooks, rules, demographics, etc. 
b) Research results (special ed. spending, free or reduced lunch eligibility, population, 
median income, etc.) 
3. Portfolio Check-in and Reminders 
Focus on educational philosophy and the importance of beginning journals now if 
they have not been started. First impressions on your school's strengths and weaknesses 
as they compare to your educational philosophy and goals. 
4. Statement of School Situations 
Each student teacher describes their school, classroom, cooperating teacher, and 
first impressions. 
5. Assignment: 
For next facilitation class please bring a short description of: 
A) One recent success that you have experienced 
B) One situation which you have found frustrating 
Session 2 (Feb 261 Classroom Management 
1. Greetings and checking in; any major problems? 
2. Classroom Management Suggestions 
3. Portfolio Check in 
A) Educational Philosophy 
B) Teaching Goals 
C) Philosophy of Standards in your own words 
4. Discussion of Standards & MCAS 
5. Share successes and challenges 
6. Assignment: 
For next facilitation class bring in one sample lesson plan 
Session 3 (March 111 Lesson Planning/Scope & Sequence 
1. Announcements 
2. Check in for problems/concems 
3. Discuss Topics of Concern Proposed Last Class 
a) Assessment; alternative methods, testing, rubrics, etc. 
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b) Motivating students 
c) Research and plagiarism issues 
d) Classroom management 
4. Article: Popham's Truth about Testing Summary 
5. Discussion Topics for Next Facilitation Class 
Session 4 (April 1) Assessment/Testing 
1. Check in for Major Concerns/ Problems 
2. Share and Discuss Lesson Plans 
3. Review Methods and Standards for Lesson Planning 
4. Portfolio Reminders 
Session 5 (April 15) 
1. Check in for Major Concems/Problems 
2. Portfolio Discussion 
a) Lesson plans 
b) Special needs adjustments 
c) Student work 
d) Classroom management 
e) Reflections 
f) Themes 
g) Teaching philosophy 
3. Assessment/Grades/Performance Discussion 
4. Discussion Topic Suggestions for Next Time 
a) Class size 
b) Testing 
c) Tracking 
d) Job search 
e) Block scheduling 
f) Cooperating teacher support 
g) Teaching teams 
h) Discipline issues 
i) Resources and room design 
Session 6 (May 6) Where to go from here? 
1. Closure, Finalizing Portfolios 
2. Personal Updates (Job Searches, Reflections, Suggestions, etc.) 
3. Discussion 
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